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Abstract 
Extensive research about the impact of classroom supervisors' feedback has established it as a 
significant indicator of pre-service teachers’ success as teachers. However, there is missing 
literature of corresponding depth that documents the impact that feedback, inclusive of the wider 
context of the entire professional placement (placement feedback), holds for the success of pre-
service teachers’ professional identification as teachers. My significant original contribution to 
alleviate this deficit, is the understanding reached in this inquiry that documents the quality-
proofing practices that these pre-service teachers innovated from their placement feedback into 
high quality teaching practice like that of qualified teachers. This professional understanding will 
inform a range of stakeholders committed to addressing issues of quality teaching in initial teacher 
education to support pre-service teachers in mandated contexts of professional experience 
placement.  
Evidence from three further sources motivated my commitment to this research inquiry for that very 
charter of support. The first source was evidence in the literature-as-data that showed the 
sustained impact of the global “crisis of confidence” in teachers and their pre-service counterparts 
as professionals. Widespread calls for the standardisation of teachers’ work on a global and local 
scale have driven reforms in the Schools and Higher (Initial Teacher) Education sectors that have 
set professional work performance for pre-service teachers at standards reflecting the world class 
OECD level. Second, was the widespread issue for more rigorous scrutiny of entrants suitable for 
initial teacher education programs and the quality of the program, itself. The third motivating factor 
was my own extensive professional supervision and teacher-support roles with pre-service 
teachers, their classroom supervising teachers, and their placement co-ordinators. These roles 
spanned some decades; initially, in my role as a classroom supervising teacher; a teacher co-
ordinator and researcher for a national university in a remote indigenous location, a lecturer/tutor in 
regional and capital city teacher education programs; then more recently, as a professional liaison 
officer working within a coastal regional university-to-school-partnership of professional experience 
placement.   
Altogether, these motivations directed the inquiry through the pursuit of the main research 
question: What is the contribution of placement feedback to pre-service teachers’ professional 
identity formation?  This question assumed an unexplored connection or impact between two 
differentiated phenomena for pre-service teachers while at placement: (i) their feedback and (ii) 
their identification as teachers. To explore this assumption, the research design needed to be 
practice led and recently experienced so that participants could capture the essence of the 
phenomenon of what-it-was-like-for-them-living-through-placement-feedback.  So, I developed a 
bespoke design of a phenomenology of professional practice, using a suite of mixed methods of 
phenomenological, qualitative and quantitative analysis within an evidence-based epistemological 
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framework. Twelve volunteer participants joined the inquiry from several teacher education cohorts 
of a well-established Australian university across two different campuses, one regional and one 
metropolitan. They engaged in individual person-to-person conversations, semi-structured 
interviews and in online discussion; before, during and / or after placement in the role of pre-
service teachers.  
Thematic analysis of the cache of data revealed five overall findings that ‘quality-proofed’ 
participants’ recognition as professional teachers. Four major findings were the following sub-
ordinate themes: 1. Pedagogical practices, 2. Professional communication, 3. Relationship-building 
practices and 4. Professional learning and placement workplace responsibilities. The fifth finding 
was the overlapping zone of shared codes from the sub-ordinate themes: the super-ordinate theme 
of professional relationality. Professional relationality enacted by pre-service teachers involved 
mastery of a complex collaborative capability with placement feedback to develop core 
professional pedagogical practices that gained recognition for themselves as professional 
teachers.  
As the contribution of placement feedback to professional identification for pre-service teachers, 
was documented as professional relationality, it became evident that this was ground-breaking 
research for two reasons. First was that their recognition as a functioning classroom teacher was 
essentially contingent upon their capacity with professional relationality and placement feedback. 
The second reason was that knowledge of this would impact a range of stakeholders. Potential and 
current teaching candidates would benefit from knowing the relational capacity required of them to 
be recognised as teachers, given the quality of their engagement with their placement feedback. 
Future and existing classroom supervising teachers would know the quality of placement feedback 
required of them and could tailor their preparation to provide it. Teacher education providers and 
teacher educators would also have an evidence-base to guide course content to include 
engagement with placement feedback as a distinct high-quality form of feedback-as-a-
pedagogical-professional that can make or break pre-service teachers’ sense of themselves as 
teachers. An added significant contribution of this inquiry was my appreciation of a phenomenology 
of practice as a research practice methodology to explore phenomena of individual pre-service 
teachers transforming their professional pedagogical practice in the placement field. Essential to 
this effectiveness was the triple hermeneutic, a meaning-making set of conditions of professional 
research that highlighted the relationship between the researched, the researcher and the research 
stakeholders. 
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Section A: 
Turning to the Nature of the Lived Experience of the Phenomenon 
Preface 
 This inquiry is framed as a professional phenomenological research project. It is an eclectic 
dynamic of mixed methodological and analytical tools. These were adjusted to promote optimum 
engagement of the audience with the research questions and the integrated impact of the data to 
the field. The tools included activating the phenomenological writing tool of involving the reader as 
co-reader (C-R) and identifying and documenting the triple hermeneutic of the phenomenon of 
placement feedback. This was to explore any evidence of its knowledge (epistemological) 
contribution to pre-service teachers’ sense of themselves as teachers (professional identification 
practices). Finally, it also involved establishing a hermeneutic circular framework (HCF) to work 
with the relevant literature-in-the-field-as-data. 
 My interest in the phenomenological view of lived experiences has spanned decades of a 
long career from the early 1970’s, as a professional educator and now, an educational researcher. 
It grew from reading the philosophical writings of de Beauvoir (1953) as I searched for an 
understanding of my emerging professional identity as a young woman becoming a student 
teacher. Nowadays, I follow a methodologically inspired quest with phenomenology. This is to 
support my transformation from a professional identity as an experienced child, adult and teacher 
educator to a newly formed professional identity as an early career educational researcher in 
mixed methods research.  
Select Features of Phenomenological Writing in this Research 
 There are key dimensions of phenomenological writing that distinguish them for inclusion in 
my research practice for this inquiry (Finlay, 2012; Vagle, 2018). These are explicitly shared 
intentionality and hermeneutic sensitivity evident in the writing, factors that attribute either 
deliberate attention to meaning making and / or distinct philosophical positioning with the research 
outcome. Both dimensions involve exploring participants’ lived experience of an embodied reality 
of intersubjectivity of self with others in the world; that is appropriate for this research topic. Each 
dimension, intentionality and hermeneutic sensitivity will be outlined separately, below. 
The hermeneutic sensitivity (sense-making) 
 This supports sharing understandings of the lived essence of the phenomena encountered 
with participants as they lived-through-it (erlebnis), (van Manen, 2014), or what-it-was-like-for-them 
which enrichens the meaning within the data. Sensitivity is built with language tools that include 
intentional research practices of assigning punctuation to identify unknown phenomena e.g., ‘yet-
to-be-explored-phenomena’. This was done by separating each word in the phrase with a ‘hyphen’ 
to signal their position as a phenomenon in this context / field and italicising the hyphenated 
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phenomenon to emphasise it in this study. This visual signal with phrases was an intentionally 
provided ‘insider’ access to a depth of meaning (hermeneutic significance) that is not usually able 
to be shared with anonymous readers. Effectively it brings the reader into the lifeworld of the 
research. 
 Further to the dimension of intentionality that also supports hermeneutic sensitivity is the 
research practice of attributing meaning to traditionally known terminology (words or language 
choices), such as the term ‘participant’. For this research, the word ‘participant’ is seen as an 
inclusive term that encompasses those whose involvement in the research writing as the unknown 
reader may not be as inclusive a research practice within a traditional view of educational 
research. This is the phenomenon of embracing the reader-as-a-co-reader and involving myself as 
the researcher-as-main-investigator, phenomenological-writer, and co-reader. So, my intentional 
research practice of using the literary device of assigning the reader-as-co-reader (C-R) was 
adapted from the research (van Manen, 2002, below). It is shared to validate my choice of 
phenomenology-as-a-methodology for an authentic and responsive way of becoming-a-
phenomenologically-sensitive-researcher with regard to C-R. 
The reader as co-reader (C-R), phenomenological attitude and hermeneutic sensitivity 
 
The reader is asked to open him - or herself to the possibilities of human understanding 
and to the deeper reverberations and intuitions that the texts may evoke.  By entering the 
space of the text, one is likely to experience a questioning sensibility, a sense of feeling 
addressed, and what it is like to adopt a phenomenological attitude.        
van Manen (2002, p.1) 
 
 By placing the imagined readers’ interests centre frame of the object of developing the 
phenomenological attitude (Bold, above), I wanted to support the readers’ entry (Bazeley, 2013) 
into the silent and Critical reading space of this inquiry. So, with an understanding of the role-of-
reader-in-phenomenological-research in mind, I adopted the practice of writing the reader as co-
reader (C-R) into this text as early as possible. The impact of this practice and C-R’s role, as if a 
silent partner in the research, has been one not to be overlooked for its endowment to this 
phenomenological writing as the research process.   
 My incentive to professionally prepare the reader-as-co-reader (C-R) was to orientate them 
to the deep meaning intentionally embedded in the writing. Also, it was to evidence that I valued an 
assumed “relation rather than separateness, of subject and work” (Dall’Alba & Sandberg, 2014, p. 
279) built into my research practice. This is also a common element of professional practice-based 
approaches to learning and research (Billet, Harteis & Gruber, 2014; Mayer, Reid, Santoro & 
Singh, 2011) and phenomenological inquiry. Furthermore, including the reader as co-reader (C-R) 
was a phenomenologically sound strategy that informed the reader that the basis of my data 
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interpretation (literature and transcripts) evidenced as phenomenological writing, was evidenced by 
this practice which reflected my practice-based epistemological framework (AITSL, 2011; OECD, 
2012; van Manen, 1995); and was a critical practice for creating understanding of professional 
knowledge-making from text-as-data too.   
 My interpretation reflected the phenomenological practice of adopting a hermeneutic 
sensitivity (van Manen, 1992). In this case, hermeneutic sensitivity, was an openness of thinking of 
the thesis-as-data, meta data i.e., data about data, that would provide C-R with access to meaning-
making with their own cache of lived experiences of professional identity formation and allow them 
to build a “worldly co-existence” with this inquiry, as if an “insider”, or imagined co-worker, a peer-
researcher, or even colleague (Saevi, 2013, p. 4).  
 C-R, other main features of this sensitivity (following) are shared with you to prepare you for 
Chapter One. 
Exploring the compound of three levels of meaning: The hermeneutic sensitivity of a practice-
based epistemology 
 To immerse this inquiry in a practice-based epistemological framework, it meant aligning 
dimensions of meaning through engaging the phenomenon of the interpretivist approach of not just 
a double hermeneutic (Bazeley, 2013, p.204), but a triple compounding of practice meaning on 
three levels, i.e., a “triple hermeneutic” (Dowling, 2012, p.41; Fangen, 2015). The triple 
hermeneutic was evident when the main research activity involved interpreting participants’ 
interpretations of their lived experiences of feedback exchanges which were also interpretations of 
their teaching practice by themselves and others. The triple hermeneutic became most evident 
when interviews commenced, and we shared in the irony-of-the-moment-of-giving-feedback-on-
their-feedback. Their placement feedback was either delivered to them as a formal appraisal of 
their professional practice and / or informally shared in a planned or unplanned activity at the 
placement setting from their self –appraisal of the quality of their work or interactions with teaching 
or non-teaching others. The third level of meaning was in my phenomenological writing of the 
research in the thesis, as it was of my interpretation (one level of meaning) of their interpretation 
(one level of meaning) of their placement feedback (one level of meaning). 
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 Adopting the principle of an epistemology of practice involved understanding that the 
professional practice of teachers and pre-service teachers is a clustering of professional 
practices (OECD, below), a compounding dynamic that identifies them as high-quality 
professionals: 
 
 In terms of this research, it also held meant developing added dimensions to my growing 
practice as a phenomenological researcher. I needed to be open with a phenomenological attitude 
to encountering and valuing data in the gathering phase, with an eye for recognising authentic 
experiences with heightened meaning and high-stakes professional impact for the participants 
involved.  Accepting the practice-based epistemology as an authenticating framework also entailed 
supporting pre-service teachers with further feed-forward questioning.  This was to understand the 
essence of their professional growth from placement feedback.  It also included earning their trust 
by supporting their risk-taking and coaching disclosures with respect as they relived experiences of 
how feedback was unpleasant, thrilling, threatening, rewarding, painful and filled with moments of 
anxiety or vulnerability.  Further clarification on the significance of the practice-based 
epistemological framework as a structure for supporting participants has been provided in Chapter 
3.  
 Mention of the triple hermeneutic was introduced early in the thesis to prepare C-R for 
encountering the compounding complexity of this phenomenology of professional practice with 
participants and researcher. Phenomenological reflection (as described in Chapter 3) in the 
interviews, revealed layers of interpretation which characterised dimensions of feedback and 
identity-work, when experienced as professional identification practice for pre-service teachers.  In 
the thesis’ early chapters, the unique triple hermeneutic became apparent once I started thinking 
and preliminary planning of the research design and the research questions. I have provided a 
diagrammatic representation of the hermeneutic process evident in the inquiry (see Preface Figure 
following) to aid recognition of the methodological implications of these many levels of 
interpretation. 
 In the next section, I have shown, in the Preface Figure below, the triple hermeneutic from 
the outset with planning the research questions, and its embeddedness in the literature review, the 
methodology and analysis sections of the inquiry.  The Preface Figure, following, shows the three-
phase process of the cycle of interpretation, representing the hermeneutic circuit.  
… teacher professional practices encompass both teaching practices in the classroom and 
broader professional practices that shape the learning environment. And that both types of 
practices have their roots in philosophies of education and in empirical research on 
educational effectiveness.  
        OECD (2012, p.26)  
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       Preface Figure: Three Phases of the Triple Hermeneutic of This Inquiry  
 
 C-R, the impact of the phenomenon of a triple hermeneutic surrounding the 
phenomenological interview, phenomenological reflective approaches with participants, and 
working with the phenomenological attitude; heightened the role of interpretation as a core 
research activity. It demanded of the readers, an understanding or sharing in my research 
philosophy. A philosophy imbued with a core of eclectic methodological principles tied to a mix of 
tenets of professional, ethical, phenomenological and qualitative educational practice in the field 
(see Chapter 3).  
 In Chapter One, following, the break-down of the project chapter by chapter is shown, the 
research questions are introduced, and the research problem is identified. The first chapter has 
also outlined the problem-finding focus of this study in educational reforms around questions of 
quality teachers and quality teaching, the research question and the plan of the thesis in 4 
sections.  
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The Contribution of a Phenomenology of Professional Practice: Pre-service 
Teachers, Placement Feedback and Professional Identity. 
Chapter 1  
Turning to the Nature of the Phenomenon with a Practice-based 
Perspective. 
 In the Preface, I welcomed the reader as a co-reader (C-R), into the complete thesis space, 
an indicator that I was committed to infusing this inquiry with my own developing professional 
research practice as an early proponent of phenomenological methodologies. So, C-R, by 
establishing this inquiry as a phenomenology of professional practice with the goal of 
understanding pre-service teachers’ professional identification from and through their placement 
feedback; I was framing the research findings as the essence of their lived experiences of this 
phenomenon. They would also form the basis for my claims of significant original contribution of 
this work to professional knowledge in the field; and position these claims as the thesis of the 
thesis, as represented in the name of the study, shown above. 
 Evidence of pre-service teachers’ knowledge in these matters of professional practice 
transformation from feedback at placement fits the required standards of performativity in The 
Australian Standards for Teachers (AITSL Graduate level, 2011).  It also keeps issues and 
evidence of high-quality teaching practice centre-stage in stakeholder debates in political, media 
and education sector arenas (AITSL, 2016; Day, 2008; Haigh & Ward, 2004; Kwan & Lopez-Real, 
2010; Lingard, 2013; The Australian, 2015).  Australian conditions of reform (See Section 1.1, 
following) reveal a paradox of equity policy initiatives that places inclusive entry into teaching 
(teacher quality) as creating a juxtaposition condition that challenges quality teaching on two main 
levels and subsequently impacts educational performance outcomes for our students. On one 
hand, inclusive entry to initial teacher education programs challenges teacher educators to reflect 
on the quality of their teaching and improve their practice to support these teaching candidates’ 
needs. On the other hand, it challenges placement classroom supervisors to improve the quality of 
their supervision and mentorship of these teaching candidates in the role of pre-service teachers. 
This paradox is experienced as an unexpected negative impact of equity policy and a critical issue 
for public concern in regular debates by stakeholders.  
 Also, in this chapter, stakeholders are identified and a brief discussion of the significance of 
the Australian Professional Standards for Teachers (APST) Graduate Level in guiding the 
professional practice of in-service and pre-service teachers outlines its role in identifying quality 
teaching. Given the learning-feedback-assessment triumvirate (Hounsell, 2007, is already 
prominently recognised in the higher education field for its role in preparing pre-service teachers 
for the educational workplace; it is now timely to understand a corresponding triumvirate as 
experienced in professional placement settings.   
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 C-R, we also look at the value it holds for their professional identity formation (growth) as a 
teacher. Feedback received in placement contexts is identified and positioned as a significantly 
unique phenomenon, referred to in this inquiry as placement feedback; entwined as part of the 
lived professional practice development of pre-service teachers (PSTs) and measured by 
themselves and others against the key priority of quality teaching in the Australian Government’s 
Students First Policy (TEMAG, 2014).  
 The construct encountered as placement feedback, is identified, differentiated and 
established as necessitated from engagement with the participants.  What matters about it as a 
phenomenon fundamental to understanding the professional identification practices of these 
participants, is that its’ bearing on the professional growth of teachers-in-the-making, viz., PSTs, is 
not known or evident as this construct in the literature of the field.  So, the main research question: 
What is the contribution of placement feedback to pre-service teachers’ professional identity 
formation; aligns with the evident data deficit of the impact and its significance for PSTs’ sense of 
themselves as teachers.  To explore the main research question to completion, the thesis has 
been organised into 4 sections and the outline is shown later in the chapter. The chapter concludes 
with an anticipated influence of the study in the field of Initial Teacher Education.  
1.1 Differentiating Quality Teachers or Quality Teaching: Issues of Quality Teacher 
Education. 
 Concerns surrounding quality, equality and in-equality in education world-wide, are 
experienced as a dynamically complex and perennial lack of confidence in teachers and their work 
as professionals are aired in highly competitive public and organisational arenas.  They are also 
loudly proclaimed as problems of quality with the entire teacher education sector (Mayer, Reid, 
Santoro & Singh, 2011) in circles of public, political and media scrutiny. Pre-occupation of OCED 
member countries with a race to knowledge-acquisition means the measurement of the success of 
its population is the potential intellectual performativity (human capital) of its school students as 
potential workers. Preoccupation with the performative and competitive edge of demanding world 
class teachers as a desirable world standard also achievable for all school students, creates 
challenges for pre-service teachers and teachers-already-in-service. Significant research 
evidences serving teachers and pre-service teachers held directly responsible for the continued 
underperformance (Carney & Cohen, 2012; Day, 1999) of Australian students compared to their 
peers in many other countries (Gonski, 2012; Jensen & Reichl, 2011; OECD, 2016) and rectifying 
it. This documented underperformance of various cohorts of Australian students on the Education 
world stage, was and continues to be regarded as the most serious issue for all school sectors in 
Australia (TALIS, 2013; TEMAG, 2015; The Grattan Institute, 2014). A key political priority to 
counter this issue is the quality teaching initiative of the Australian Government’s Students First 
policy, alongside other priorities of engaging parents in education, strengthening the curriculum, 
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and school autonomy (TEMAG, 2014).  An excerpt from this initiative (below) assigns these 
concerns as a matter of urgency for focussed action. 
The declining performance of Australian students in international testing has recently driven 
increasing community debate about the quality of teaching ... Australian students deserve 
world-class teachers. All parties must work together to make sure every teacher is 
effectively prepared for the classroom through their initial teacher education and supported 
to continually develop through their career. A targeted effort to achieve this is needed as a 
matter of urgency.                
TEMAG, (2014, p.2) 
 The Teacher Education Ministerial Advisory Group (TEMAG, 2014), above, supported its 
claims for urgency with a very powerful statement about what imperative (bolded) of performativity 
continues to drive community and political debates concerning the quality of teaching and teachers 
for Australian students, and the implications for initial preparation and support of pre-service 
teachers. Major global debates in the literature predominantly cluster around quality teachers 
(Connell, 2009; Goodwin, 2010; Hill, Umland, Litke & Kapitula, 2012; Ingvarson & Rowe, 2008; 
Liston, Borko & Whitcomb, 2008; Motoko, 2015; Rice, 2008; Roelke & Rice, 2008); and / or quality 
teaching (AITSL, 2012; Amosa, Ladwig, Griffiths & Gore, 2007; Dinham, 2013; Gore, 2015; Jensen 
& Reichl, 2011; Keogh, Dole & Hudson, 2006; OECD 2012; Queensland Education Accord; 2014; 
Russell & Martin, 2013).  
 These debates highlight the paradox of social justice and equity policy. This is the 
unforeseen influence that lowering the entry requirements into initial teacher education courses for 
inclusive and social justice and equity policies’ compliance, has resulted in lower achieving teacher 
candidates (poor quality teachers) with potential to risk the quality of teaching for classroom 
students in their care at placement.  Stakeholders grapple either with recruitment issues of 
attracting enough higher-performing (high quality) candidates (Darling-Hammond, 2010; Day, 
1999; Jensen, 2010) or vent open dissatisfaction with the quality of current candidates’ teaching on 
placement (Grattan Institute, 2013; Ingvarson, 2016; TEMAG, 2014).  
 Teacher quality and quality teaching are two terms often used interchangeably in the 
literature and rhetoric of public debate by those with high stakes’ interest in world-class education 
for Australian students.  I am sure, for most people, that these two “quality” terms about teachers 
and teaching could mean the same thing.  However, to make this distinction and prefer one term 
over the other, is to support research established in the field (Amosa, Ladwig, Griffiths, & Gore, 
2007; Darling-Hammond,1997; Dinham, 2013; Hill, Umland, Litke, & Kapitula, 2012), that positions 
the pedagogical integrity of teachers’ work (Nias, 2002; Noddings, 2015 ), over any personal 
attributes or idiosyncrasies. The term ‘quality teaching’ is preferred and prioritised (researcher 
emphasis) in this thesis for it invites the pre-service teacher (and professional teacher counterpart, 
alike) to continually reflect on and improve their work. It also claims quality teaching as an enacted 
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adaptive expertise as a professional practice goal that is achievable, and sustainable with 
continued professional development support aligned to professional standards for teachers.  This 
is preferred over the term “quality teacher” to be recruited for the profession, which supports a 
deficit or lack of professional confidence in teachers (Forde & McMahon, 2019; Ingvarson & Rowe, 
2008; Rice, J.2008)) that assumes ineffectiveness or below-quality-performance of those already 
pre-service or in-service teachers, hence the need for ‘quality teachers’.  
 
 Recommendations from TEMAG (2014) shown in 1.1 are clear: “All parties must work 
together to make sure every teacher is effectively prepared for the classroom through their initial 
teacher education and supported to continually develop through their career.” In the quality 
teaching or quality teacher debate, all parties are the relevant stakeholders who often seem at 
odds with each other over which party is responsible for what in the arenas of teacher development 
and or initial teacher preparation; university-based partners or school-based partners.  So, when 
reference is made to stakeholders in initial teacher education it specifically includes: “those who 
check that practice can be confidently represented to regulatory bodies for all purposes of 
accreditation at all career stages” (Gore, 2012).  Other scholars (Teh, Hogan & Dimmock, 2013; 
Woods, 2011) list the following as stakeholder groups made up of significant others involved in the 
ITE preparation process on some level: educational practitioners, policy makers, school leaders 
and sponsors, teacher preparation partners, parents, students, colleagues, employers, pre-service 
teachers, teachers-already-in-service, novice teachers and researchers.  Those who identify as 
stakeholders do so in high stakes’ relationships infused with the shared goal of an improved 
outcome in the quality of performance of students in our schools.  It was representatives from 
these stakeholder groups who contributed significantly throughout the consultation process with 
AITSL to secure the development of each of the 4 teacher career stages of the Australian 
Professional Standards for Teachers (The Standards).  
 
 Key elements of what constitutes quality teaching are described and prescribed in The 
Standards by the stakeholder organisation, the Australian Institute for Teaching and School 
Leadership (AITSL, 2011).  AITSL provides national professional leadership and support for 
Australian State and Territory Governments while promoting world-class professional practice by 
teachers and school leaders “to produce the maximum impact on student learning in Australian 
schools” (AITSL, 2014).The Standards are a public record of what constitutes consistency of 
practice (teacher quality) at a national level and detail commonly-agreed-upon terms of practice as 
reference (Hudson, Hudson, Weatherby-Fell & Shipway, 2016). They provide an Australia-wide 
gauge of professional practice that other stakeholders can access for professional collaborations 
between teachers, teacher educators, teacher organisations, professional associations and the 
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wider Australian public (AITSL, 2014; Hudson, Hudson, Weatherby-Fell & Shipway, 2016; Sim, 
Freiberg, White, Allard, Le Cornu & Carter, 2012).  
 Pre-service teachers are guided by The Standards to check what they should know and be 
able to do within the three teaching domains: professional knowledge, professional practice and 
professional engagement (AITSL, 2014; Sim, Freiberg, White, Allard, Le Cornu & Carter, 2012).  
Across all three domains of teaching, assessment on their professional capability is ‘fed back’ to 
PSTs, viz., a professional judgement as Placement Feedback (PFB) on the quality of their work 
and mandated within the professional supervision arrangement at the placement (AITSL, 2011; 
Sim, Freiberg, White, Allard, Le Cornu, & Carter, 2012; Queensland College of Teachers, 2015).  
The performativity emphasis on the three dimensions (domains) of teaching is a key feature of 
PSTs experience and practice at the professional placement.  It is continually assessed, not only 
by the pre-service teacher themselves, but also characterises the professional role their mentor 
(CST) must commit to in the supervision relationship (Cattley, 2007; Kwan & Lopez-Real, 2009; 
Haigh & Ward, 2004; Keogh, Dole & Hudson, 2006; Martinez, 1998, 2004; Orland-Barak, 2014; 
Webb, 2005).  In this formal assessment process, both the classroom supervising teacher, in the 
role of mentor, and the pre-service teacher, in the role as mentee, must collaborate and negotiate 
feedback experiences as a vital part of the professional growth of the pre-service teacher, at 
placement and beyond.  
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1.2 Placement Feedback Identifies Professional Learning and Practice. 
C-R, it is vital to introduce a unique type of feedback that was encountered by pre-service 
teachers (PSTs) during their professional experience placement which will be identified as: 
‘placement feedback’ and that this term will be used throughout the thesis.  Although the generic 
term, feedback, is widely used to name the proliferation of communication, learning and 
assessment exchanges encountered by PSTs at the placement; there are specific professional 
signifiers, or high-leverage practices (Ball, Sleep, Boerst & Bass, 2009) embedded in these 
feedback exchanges that transform them into an overall professional judgement. It is this 
professional judgement component within placement feedback that is one of the features that 
distinguishes it as feedback like no other.  
The professional complexity of placement feedback; pedagogical, curriculum and mandated 
performance focussed; it carries with it a phenomenal uniqueness for each pre-service teacher that 
is often assumed by others as ordinary feedback in the placement setting or overlooked as non-
consequential. It is especially significant with high stakes professional learning, personal impact 
and relational capability building that anchors it in PSTs’ early professional development (Banks & 
Mayes, 2012) with significant others. C-R, hence the need to add a context identifier, the qualifier 
of placement to the noun feedback.  Placement feedback identifies a specific context of 
pedagogical assessment experienced by PSTs, mixed in with professional judgement for quality 
teaching (AITSL, 2012; Jensen, 2011; OECD 2012; Queensland Education Accord; 2014) and 
identity-developing processes encountered only within their supervised professional experience 
placement. The performance of quality teaching scaffolded with professional judgements to match 
via the conduit of placement feedback from CST, encompasses PSTs’ effectiveness in improving 
their sense-of-themselves-as-teachers of The Standard.    
 C-R, much is known about how pre-service teachers respond to or retreat from feedback in 
their student assessment process in their dual identity role as higher education/teacher education 
students (Atkinson, 2004; Ballantyne, 2005; Beck, 2009; Latham & Faulkner, 2009; Nichol & 
McFarlane-Dick, 2006; Yorke, 2003).  However, very little known about how teacher education 
students manage feedback in assessment contexts in professional experience placements while 
working in a competing identity role as pre-service teachers (White, 2007).  Comparatively even 
less is understood about their feedback analysis practices and how they transform these 
experiences to form a professional identity-as-a-teacher of graduate quality (TEMAG, 2014). 
 Although there is considerable research in the field surrounding the professional identity 
growth of teachers in reformed landscapes of the 20th and 21st century (Beijaard, Meijer & Verloop, 
2004; Bullough, 2005; Caldron & Smith, 1999; Day, 2004; Holstein & Gubrium, 2000; O’Connor, 
2008; Kelchtermans, Ballet & Piot, 2009; Meyer, 2009; Pearce & Morrison, 2011; Zembylas, 2003); 
there is comparatively less known of the lived-through (lived experiences of phenomenological 
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reflections) professional identity formation practices of pre-service teachers.  An even more critical 
lack of studies is evident that seek to find out what-it-is-like to encounter and live through (van 
Manen, 2014) dynamic processes of professional growth from PSTs working with their placement 
feedback.  Feedback’s contribution to professional learning is well established (Askew, 2004; 
Boud, 2015; Carless, 2006; Guest, 2011; Hattie & Timperley, 2007; Kelchtermans, 2009). 
However, placement feedback holds a professional space that is virtually unexplored in its’ role for 
being the site of intense value for the reflective PST as a fledgling practitioner exploring growth-as-
a-professional teacher in the contexts of the ‘situated identities’ (Alsup, 2006) required for success 
at the placement. 
1.3 Forming Professional Identification at Placements. 
 C-R, there is a need to explore and understand the process of forming professional 
identification practice as innovated by PSTs, especially as it relates to their astuteness in 
transforming their placement feedback into improved professional pedagogical practice. As teacher 
educators on campus and / or at the professional placement, or in other teacher education roles, 
we are committed as a profession to developing and supporting PSTs in their professional learning 
programmes and teaching practice in both settings. So, when the term professional identity 
formation is encountered in this text, it signals that the human energies invested by pre-service 
teachers in living-through the professional experience placement to make sense-of-themselves-as-
teachers, are in the process of being learned and enacted. It is a process of negotiating internal 
(self) and external (significant others) expectations of learning teaching in reformed professional 
experience placements and other professional practice settings (Alsup, 2006; Beijaard et al., 2004; 
Lampert, 2009; Lerseth, 2013). My professional interest in placement feedback and professional 
identification as a teacher was originally inspired by my own early experiences as a classroom 
supervising teacher with pre-service teachers. This interest ignited the development of my 
research question introduced in the following Section, 1.4. 
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1.4 The Practice-Led Research Questions Indicate Issues of Professional Practice. 
 
 
 Mindful of Schön’s prompt (above) about the value of problem-finding in matters of 
professional education, especially with “intractable issues of professional practice”, I was guided to 
address a problem I had frequently encountered in my own professional practice with PSTs. The 
problem was a commonly experienced two-fold ‘identity-crisis-with-feedback’ evident when working 
with PSTs, who (i) not only failed to recognise placement feedback in its less explicit forms 
embedded in everyday conversations and interactions, but also (ii) were remiss in feeding it 
forward into their classroom and broader placement practice if they did recognise it. In both 
scenarios, PSTs miss many opportunities to accrue the essence of placement feedback, valuable 
for their professional learning. Missed opportunities also carry professional consequences for their 
early professional development (Banks & Mayes, 2012) that also ensures a sense-of-themselves-
as-teachers.   
 With this lived experience as an insight amongst others for a research inquiry, and once I 
had settled on my chosen methodology (shown in 1.1 as sensitive to ways of qualitative research 
and the phenomenological paradigm), of a phenomenology of practice (van Manen, 2007, 2014); I 
found my main research question came to fruition relatively easy.  The main research question 
used to guide this inquiry to completion, is: “What is the contribution of placement feedback to pre-
service teachers’ professional identity formation?’ 
 The format of the research question was reframed in more participant friendly terms as 
outlined in the supplementary research questions 1-4. Re-wording the main research question was 
necessary for optimising opportunities for the ‘richest’ accounts from the participants of their 
placement feedback and indicative of a phenomenologically authentic interview (Pietkiewicz & 
Smith, 2014; Smith & Osborn, 2008; van Manen, 2007). The framing of the exact questions put to 
the participants are detailed in the methodology chapter, Chapter 3.   
 In interviews (on-line and face-to-face), participants were interviewed on their feedback 
analysis practices and how they use these to form a picture of themselves in the teaching role.  
Relatively recent evidence shows that undertaking practical experience with classroom teaching 
challenges pre-service teachers to explore their professional identity (Beijaard, Meijer & Verloop, 
2004). The role of feedback on their teaching in the classroom helps pre-service teachers to 
identify closely, with their personal and professional investment in the quality of their practice (Beck 
& Kosnik, 2002).  For this study, placement feedback can be explained as feedback encountered 
randomly, at every turn or in any form during the placement. It ranges from informal, incidental 
communication exchanges with classroom students, to planned formal supervision de-briefings 
Professional education emphasized problem-solving, but the most urgent and intractable 
issues of professional practice were those of problem-finding.      
       Schön (2001, p.2) 
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with the classroom supervisor (Beck & Kosnik, 2002), to also include casual conversations with 
fellow professionals and polite conversational exchanges with various other stakeholders.  Finding 
out what it is like for these pre-service teachers, as participants in my study, to meet the various 
challenges of placement feedback in securing-a-sense-of-themselves-as-a-teacher to ‘graduate 
level’ is what drives this research inquiry.   
 
 This research project’s value lies in sharing knowledge and understanding of the 
professional identification practice of pre-service teachers learning to develop as a self-reflective 
teacher from their placement feedback the field of initial teacher education. Throughout the thesis 
when the term ‘teacher education’ is used it is conceptualised as involving real and virtual 
professional learning spaces, employee and collegial networks and a range of professionals 
sharing educational workplaces across a range of ‘nested’ networks in communities in and of 
professional pedagogical practice (Williams, 2013). 
 C-R, these networks and learning spaces reach across the higher education sector, the 
education sector, communities, local and global, to the various educational settings, both real and 
virtual, where teachers’ work is carried out. So, teacher education communities of practice 
encompass social and institutional relations that engage teacher education students, teacher 
educators, mentor teachers in schools, students in schools, parents and carers and stake-holder 
others in shared professional and para-professional practices that support pre-service teachers’ 
learning (Williams, 2013). When life experience (and lived experience), identity forming processes, 
emotional labour, and institutional programmes combine during the teacher education experience, 
professional and lifelong learning can take place for pre-service teachers negotiating their roles 
and responsibilities within professional placement contexts. 
 Initial Teacher Education (ITE) is a complex global education sector with stakeholders 
sharing valued and powerful positions that safe-guard community education and cultural values 
and interests driving high stakes’ educational work (AITSL, 2019; ALTC, 2009; Darling-Hammond 
& Bransford, 2005; Day & Stobart, 2007; Grossman, 2005; Grossman & McDonald, 2008; Hoban, 
2002). The sector’s role is to align government policy directives and funding, between educational 
theory (research) and practice so that its workers and stakeholders can prepare and support pre-
service teachers in professional education contexts, (real and virtual), to achieve quality standards 
of learning for their students (AITSL, 2012; Jensen, 2010; Sim, Freiberg, White, Allard, Le Cornu, & 
Carter, 2012; OECD, 2019).  
 This sector (ITE) is a unique professional field due to the pedagogical and andragogical 
(adult learning) complexities of the professional relationships, the diversity of professional learning 
contexts and placements, professional encounters and performances with school students and 
significant others, and the highly visible and mandated workplace reforms that characterise it as 
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part of the broader Education Sector.  It requires stakeholder collaboration to reinvigorate, validate 
and navigate the complexity of the contexts in which pre-service teachers invest their personal 
efforts in professional learning (Avalos, 2011; Gore, 2015). The following description of what 
constitutes the dynamic field of teacher education provides the macro context for this study. 
Reacquainting myself with the professional boundaries of the field of teacher education, I am 
acknowledging the overall purpose of my study is to make known the lived experiences of pre-
service teachers in their professional labours to form their identity as a teacher from their 
placement feedback.  
 In the field there is a burgeoning body of work documenting pre-service teachers’ 
placement (practicum) experiences. There is corresponding research of this setting highlighting its 
uniqueness for their early professional growth and need for support in navigating the assessment, 
learning, performing and teaching demands of the setting. The impact of early professional 
development support has been shown to promote positive outcomes for pre-service teachers 
encountering the placement phenomenon (Banks & Mayes, 2012). These are outlined in Chapter 
2.  However, the significance of this study highlights the need in the field for research that gives 
voice to the professional identity formation practices of pre-service teachers; specifically, those 
practices nurtured in and through placement feedback that afford recognition for them for the 
quality of their teaching. This study holds the promise of the value of supporting placement 
feedback as characterised in that setting by these participants. 
 The projected impact of this study is considerable. It is valuable not only for the practice-
based epistemological contributions of further understanding of the development of pre-service 
teachers’ professional identity in these early stages, but also understanding what they consider 
constitutes quality teaching for them.  What this study has most to offer is understanding the 
professional practices of pre-service teachers who transform themselves professionally using their 
placement feedback as the catalyst for identifying themselves as teachers.  The flow-on effect of 
the contribution of this knowledge into other areas in teacher preparation is proposed in the 
following projections of contribution.  
 
 
 C-R, in this section the four main projections of the contribution of this study to the field of 
initial teacher education are discussed. The first projection is to advance the existing knowledge-
as-text in the teacher preparation literature and the impact this will have concerning changes to 
support initiatives for professional year (Final Year) pre-service teachers before, during and after 
professional placements.  More knowledge-as-understanding (van Manen, 2012) will be gained in 
the quality of professional learning and development encountered and achieved by pre-service 
teachers via dimensions of their placement feedback. The second, is in advancing existing 
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knowledge-as-being (van Manen, 2012) in professional development and professional learning for 
those involved with supporting classroom supervision of professional year pre-service teachers.  
Shared knowledge about the seldom-heard professional practices of pre-service teachers assaying 
feedback from classroom supervising teachers and professional others, will provide a body of 
knowledge supporting the significance of placement feedback as a tool that guides professional 
growth as a teacher.  Qualities of placement feedback provided predominantly by the pre-service 
teachers will be made explicit for informing professional learning audiences, especially of interest 
for supervisors/mentors. The third contribution will be made to the field of teacher education 
research, by taking up the challenge to acknowledge the (professional doings) process by which 
PSTs support their own professional practice growth from placement feedback. The fourth and last 
projection is an indirect, or second order impact, that would impact support for PSTs and their 
classroom supervising teachers, before, during and post placement. It could also contribute 
towards alleviating the issue of student underperformance in Australia (Jensen & Reichl, 2011; 
OECD, 2012).  
1.5 Organisation of the Thesis as an Eclectic Mix of Phenomenological Methods.  
 Debates in the field on how to proceed with phenomenological research in practice fall into 
2 main types (Finlay, 2012); with one research approach emphasizes describing the phenomenon, 
and the other approach sifts through subjective interpretive layers. I chose the latter approach, as it 
mirrored the way I engaged with the phenomenological research practice as a phenomenon that 
became apparent in layers of understanding as I developed my phenomenological attitude. The 
interpretative approach, adapted from the phenomenological hermeneutic (van Manen, 2014), 
guided my design of the research and the organisation of the thesis through the following process. 
C-R, as there is no set methodology required to organise a phenomenological research inquiry, I 
used insights from the field to reveal the essence of the professional performativities of 
identification as a teacher with placement feedback by integrating several scholars’ work (Finlay 
2012; Vagel, 2014; van Manen, 2014).  
 
C-R, the progression through the interconnecting and iterative processes of this 
phenomenological inquiry are listed below: 
1. Developing a phenomenological attitude to return to previously shared lived experiences of 
the phenomenon of placement feedback by engaging in phenomenological reflection 
2. Reflecting in the literature-as-data and transforming meaning from others’ interpretation of 
their lived-through-experience-as-data for its practice value, mine and the participants. 
3. Re-forming the phenomenon in its manifestations into an essential entirety thus changing 
what we knew into a new-found reality or version of it. 
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4. Organizing or framing referential spaces for this new reality of the phenomenon in contexts 
of connection, recognizing or prompting a new becoming of the phenomenon 
 Although learning and performing my research practice in this inquiry followed this 
progression, the phenomenological writing of the research (in thesis form) was developed into four 
corresponding and iterative sections (A, B, C, D). A simplified representation below, is discussed in 
more detail in Chapter 3.  
 C-R, Figure 1-1 below, represents the phenomenological stages of inquiry funnelled into 
alignment for resolution of the main research question. 
 
Figure 1-1 The Flow of Phenomenological Inquiry in the Thesis 
  
Section D 
Implications organised into frames of reference 
for sharing knowledge of the phenomenon
Section C
(analysis) 
phenomenologic
al reflection and 
sharing meaning 
as findings
Section A
Turn to the 
phenomenon 
itself (evidence of 
it as lived 
experience 
literature review)
Section B
Reflect and refine 
meaning 
Working with 
literature-as-data & 
participants' data 
(interpretive 
analysis)
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1.6 The Thesis Organisation and Its Unique Hermeneutic Features. 
 C-R, each section opens with a preamble, an orienting tool to support transition from one 
section of the thesis to next stage of phenomenological inquiry. They were designed to allow the 
phenomenon of professional identification to reveal itself through its connection with placement 
feedback. The following table shows anecdotal details of the chapters located in each section. 
Table 1-1 Thesis Organisation 
Thesis Section Chapters and Content 
 
SECTION A 
Turning to the nature of the 
phenomenon with a practice-based 
perspective:  Pre-service teachers, 
placement feedback and 
professional identity. 
 
Preface:   A practice-based epistemological 
framework, a phenomenological nod to the work of 
hermeneutic phenomenology scholars.  
 
Chapter 1 Problem-finding in the quality paradox of 
equity policy. The research question is introduced, 
and the phenomenon of professional practices of 
identity formation is positioned with placement 
feedback. The triple hermeneutic of professional 
practice is introduced. 
 
 
SECTION B 
Insight cultivating in the literature-
as-data to designing the 
investigation 
 
Chapter 2 Locating insights in literatures of reformed 
professional placement: Pre-service teachers’ 
professional growth and placement feedback. 
 
Chapter 3 Managing the flow of investigation: 
Methodological eclecticism for a phenomenology of 
professional pedagogical practice. 
 
 
SECTION C  
Reflecting and Sharing 
Reflecting phenomenologically 
seeing and sensing meaning in the 
data: - an eclectic analytic hybrid. 
Sharing Phenomenological 
understandings of the reality of the 
phenomenon 
 
 
Chapter 4 - Stage One - Finding the initial “beneficial 
cache” of insights in participant data. 
 
Chapter 5 - Stage Two - Working with a detailed 
reading approach for all data. 
 
Chapter 6 - Stage Three - Synthesising the essence 
of the phenomenon– the completion of the 
hermeneutic circle of analysis. The super-ordinate 
theme. 
 
 
SECTION D 
Understanding implications of the 
phenomenon 
 
Chapter 7 Sharing understanding of the impact of 
working with a phenomenology of practice; pre-
service teachers, placement feedback, and 
professional identity formation. 
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 From the organisation of the thesis, above, into stages and ways to explore the 
phenomenon of placement feedback and professional identification; to what would be included in 
the cache of data and how it would be explored, is discussed in the following section, 1.6.1 
 
 C-R, by starting critical reading (as outlined in Chapter 3) with the relevant literatures of 
reform in teacher education and allowing that reading to do double work with the literature-as-data, 
I was able to establish the literature review as a cyclic hermeneutic framework (HCF) as mentioned 
in the Preface. This eclectic method saw the relevant literatures of professionalism in teacher 
education open new ways for me of seeing others’ questions as data already in the field and 
helped me frame and refine my own research questions for this inquiry. I knew that I needed to see 
what knowledge was held in the findings of other’s work that would also support my claims for the 
“original” weighting of significance in contribution to the cache of knowledge that my findings would 
make.  
 
 An unusual compound of professional practice, the triple hermeneutic (Weed, 2008), was 
encountered when exploring with a meaning-making goal the dynamic levels of professional 
practice phenomena in this research. First, there was the establishment of professional research 
practice with a methodology new to me, albeit I was learning researching as an educational 
phenomenological researcher. Second, I was searching for understanding of the professional 
identification practice of PSTs that depended on their transformative pedagogical practice from 
their placement feedback. I was literally documenting my research feedback on their feedback 
about their lived feedback experiences, which formed the professional practice of those providing 
the feedback to the PSTs, hence the three layers of meaning in the research process. 
 C-R, this iterative cycle of the triple hermeneutic came into play as the placement feedback 
was on their professional practice as a teacher and formed part of the professional assessment 
practice and mentoring practice of their classroom supervising teacher supporting them at 
placement. The unique identifying feature of feedback is that it is an interpretation offered by 
another or self that constitutes another layer of meaning-making, albeit judgement of professional 
performance as a teacher.  For keen-eyed C-Rs, a further synthesis of meaning-making of 
professional practice on the three levels was alluded to in the naming of my thesis: The 
Contribution of a Phenomenology of Professional Practice: Pre-service Teachers, Placement 
Feedback and Professional Identity Formation.  
 Chapter 2, follows in detail the conceptual trail of “insight cultivators” in the “careful reading 
of related literature” in order “to see new possibilities as well as limits” (van Manen, 2014, p. 324-
327) in the selected literatures of educational reform: professionalism, performativity to 
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professional standards, and the quality quandary in policy in education.  Relevant literatures 
included some interdisciplinary research, consulted for understanding of professional learning in 
placement settings, feedback in placement settings and professional identity forming practices. 
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Section B 
Chapter 2 and Chapter 3 
Cultivating insights in the literature-as-data: designing the inquiry 
 
Preamble to Section B 
 
C-R, orientation to this research project, was set up in Section A with 3 main design 
features (see below), in which both the Preface and Chapter 1 established this inquiry as a 
phenomenological project of inquiry, infused with mixed methods of analytic exploration. By turning 
to the literature-of-others-as-data, I am returning to the phenomenon, albeit sites of other’s 
professional practice in which the phenomenon (professional identification entwined with 
placement feedback) has revealed itself. This positioned me to experience some of what it was like 
for those ‘selves and others’ just to gain a sense of its, the phenomenon’s essence.  
 
Returning-to-the-phenomenon-itself (as one essential phenomenon). 
 
I was keen to explore and share insights-as-data in this chapter, having kept in mind the 
advice (bolded) offered in van Manen’s work below, thus demonstrating the epistemological value 
of others’ work that contributes to the hermeneutic circuit of new knowledge-creation.   
 
 
 C-R, by working with the 3 main design features, following, I continued throughout this 
chapter and to the completion of the thesis.  
 
Three main design features to extract practice data from the literatures. 
The first design feature was to acquaint the reader-as-co-reader (C-R) as a significant support 
mechanism for the phenomenological writing of this research. Practice-based approaches to 
inquiry such as this into professional practice and its innovation, commonly emphasize the relation 
(entwinement) of the self (researcher) and others (C-R).  to improve the quality of the work of the 
Insight cultivators may be gleaned from philosophic and other sources in the humanities and 
human sciences ... are found in careful reading of related literature.  The work of other 
phenomenologists may turn into sources of insights for our  project.  Naturally we should not 
assume that we must uncritically accept or integrate those insights into our study. Insight 
cultivators allow us to see possibilities as well as limits, or to transcend the limits of our 
interpretative sensibilities ... We may find that literature, biography, and other artistic sources 
may provide us with powerful  examples of vicarious lived experiences and insights normally 
out of range of the scope of our personal everyday experiences. 
        van Manen (2014, p.324-325) 
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thesis, rather than focus on the separateness of the researcher as subject and the research as 
work (Dall’Alba & Sandberg, 2014).   
 Second, the form of writing-as-the-research enacted within the process of 
phenomenological reflectivity, was distinctively developed to feature the phenomenon of pre-
service teachers’ professional practice missing epistemologically in the research field. This 
reflected the position held by van Manen (1984, 2014, p.389) that the phenomenological writing of 
the thesis “is” the research. C-R, so in the framing of the research questions, the form of writing 
was intentionally crafted (following) and exemplified the phenomenologically nuanced wording I 
used as a tool to capture the quality of the lived experiences of the phenomenon of professional 
identity forming with placement feedback.  Questions were worded from a what-was-it-like-for-you? 
perspective (Bevan, 2014; Vagle, 2018) so the lived-through essence of the experience for the 
participants could be shared as if also experienced with them. This is a feature indicative of 
phenomenologically attuned inquiry that validates the participants’ lived experiences from their 
perspective or reality (van Manen, 1990).   
 The third and final impact of adopting a practice-based epistemological framework (van 
Manen, 2012) that validated the lived experiences of PSTs’ placement feedback, also drove the 
formulation of the four supplementary research questions. With these 3 design features in place, 
the research questions were iteratively inducted early in the research process. C-R, this was an 
intentional research action to encounter high-quality data “seen as” and reflected on as deep and 
pathic understanding (van Manen, 2012) of the phenomenon forming this inquiry. The 
phenomenon of being entwined with data-as-evidence revealed that evidence, as lived-through 
exemplars of knowledge-construction(learning), was embodied in the form of the professional-
practice-as-actions of these pre-service teachers performing the mandated work of teachers 
(Australian Professional Standards for Teachers, Graduate Level). It would be these actions-as-
evidence (data) that would identify them as teachers.  
 Working with the literature in this way prepared me to adjust the research questions 
according to the practice dimensions (below) of knowledge-creation (van Manen, 2012, following) 
shared as lived experience when and if encountered with participants in their interviews:  
(i) “phenomenological knowledge-as-text (meaning embedded in the text, either 
spoken or written), 
(ii) knowledge-as-participation (discursive and embodied understanding), and  
(iii) knowledge-as-being (personal and formative knowledge)”  
(van Manen, 2012) 
  
 C-R, the research questions were designed to uncover any combination of the three 
phenomenological dimensions of knowledge-making (as above). The main areas addressed in the 
research questions have been provided in Figure Section B.1 following. The two-way arrows in the 
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figure between the research questions, represent the iterative flow of the inquiry from Question 1 to 
4 indicative a suite of dynamic cyclic movements, overlapping randomly as multi-dimensional, 
integrated and complex experiences. C-R, cross-referencing between the research questions and 
back to the main research question (shown in the overlapped shapes) was another dimension of 
the hermeneutic circuit of the review process.  
 
Figure Section B.1 the Five Research Questions 
 Once the literature search and analysis began, the main research question also verified the 
research problem as a discrepancy of evidence in the ITE field of knowledge formation and 
innovative professional identification practice from the current lived experience of these pre-service 
teachers. In preparation for working with the literature-as-data approach (Bazeley, 2013; Mertens, 
Bazeley, Bowleg, Fielding, Maxwell, Molina-Azorin and Niglas, 2016) and wanting to create a high-
quality inquiry relevant for the field, all research questions were checked with three main levels of 
qualitative questioning, as adapted from Bazeley (ibid.).  
These were:  
1. to locate or “set” the problem (Schön, 2001) in the overlapping professional 
literatures of Teacher Education (TE) and Initial Teacher Education (ITE) that focus 
the Main Research Question as the topic for research;  
(Q4) What features of 
placement feedback 
helped PSTs develop 
a sense of 
themselves as 
teachers? 
(Q1) What core 
values of their 
learning teaching 
were challenged / 
affirmed by their 
placement 
feedback? 
(Q3) What 
placement 
feedback 
exchanges were 
most valuable 
for themselves 
as teachers? 
Main Question What is 
the contribution of 
placement feedback to 
pre-service teachers’ 
professional identity 
formation?   
(Q2) Which duties of 
teachers' work provided 
PSTs with placement 
feedback that was totally 
new, unexpected, 
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2. to extend the initial review to broader theoretical literature from other fields, albeit 
other disciplines, to identify dimensions of the research problem using the literature-
as-data approach; and  
 
3. to review literature for high quality research methods and, in this case, analysing the 
research questions and findings of others so my questions would be original and not 
redundant. 
 
 C-R, by using the three levels of questioning (above) when working with literature sources, 
primary or secondary, real-life, and / or digital, found and referred by advisors; I planned to be as 
diligent as possible for variations in the lived experiences of PSTs’ professional growth at 
placement, given the intense and protracted conditions of reform.    
 Chapter 2 and Chapter 3 (Section B) are partnered in this section as information was 
shared back and forth to use the data-in-the-literature to support the research questions and 
secure the overall research design.  Details of the decision-making that went into planning the 
inquiry as a phenomenology of practice is organised in Chapter 3 and it set the project in motion to 
prepare for engaging in analysis of participants’ data in Chapter 4.  Chapter 3 reveals the 
methodology as an eclectic and dynamic blend of phenomenological tools of meaning-making that 
became a phenomenology of professional practice.  It was intentionally honed for an overall 
phenomenological perspective toward teachers’ work (Dall’Alba & Sandberg, 2009; van Manen, 
2014; Westman, Alerby & Brown, 2013).  The design was to understand the high leverage 
practices (Grossman, Richert & Schultz, 2006; Kazemi, Lampert & Ghouseeni, 2007) pre-service 
teachers innovated from their placement feedback for pedagogical growth and teaching success 
with students. 
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Chapter 2  
Locating the research problem in literatures of professionalism in initial 
teacher education 
 
Preamble to Chapter 2 
 C-R, this preamble introduces the framing of Chapter 2 as a data repository of my 
professional research insights into selected literatures of initial teacher education and other 
professional literatures of placement.  It includes the printed, digital and grey literatures; that 
commenced the initial stage of data analysis. A systematic review of the professional identification 
research in synthesis with feedback mediation was not an effective option, as the professionally 
high-stakes’ construct of placement feedback was not yet in the field. I iteratively sifted literatures 
of professionalism centred on the professional experience placement as a context of 
phenomenological significance for professional identification by pre-service teachers. Data-as-
findings in this area evidenced a range of professional identification practices of pre-service 
teachers, but none made a connection between identification as a professional teacher and 
feedback, let alone the unique genre of feedback now identified as placement feedback. Feedback 
remains readily accepted in literatures of professional learning, assessment, evaluation and 
communication, as shown in Chapter 2, see the Question Sections provided as data boxes. Yet, 
data evidencing the complexity of feedback encountered by pre-service teachers in the reformed 
spaces of professional placement in educational workplaces remains missing from the cycle of 
literature that acclaims the significance of the reflective teacher and feedback for quality learning 
by classroom school students. 
 Chapter 2 has highlighted this data deficit in the literatures of initial teacher education. The 
selected research areas of professionalism, standardised performativity, professional assessment 
and learning at placements, were screened for evidence of pre-service teachers sharing their 
professional practice energies to form a sense of themselves as teachers.  Evidence of their 
voices, documenting what is was like for them “living-through” the phenomenon (van Manen, 2014 
p. 39,) of placement feedback for a professional sense of themselves as teachers-on-the-job, was 
the missing data that my inquiry aimed to secure.  
 Many school placement stakeholders would agree that supporting pre-service teachers to 
improve and sustain further improved learning, albeit quality-proofing their teaching practice (Allen 
& Wright, 2014; McDonough, 2015; Young & McPhail, 2016) identifies them as professional 
teachers (professional identification practice). This would not only apply in individual classrooms 
but also, in whole school settings of placement (Le Cornu, 2015) and could have a flow-on effect of 
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supporting current and future school students secure or even raise their academic performance 
(Jensen & Reichl, 2011; Le Cornu, 2015). 
2.1 Working with literature-as-data. 
 
 C-R, there is a traditional concern that prior reading of the literature, irrespective of any 
attention to detail, holds the potential to risk the authenticity of data collection, contaminate 
analysis and invalidate results, due to the depth of connection the researcher risked by consulting 
work already in the field (Creswell & Plano Clark, 2017). I argue alongside others in the field 
(Bazeley, 2019; Creswell, 2014; Tashakkori & Teddlie, 2010) that it is impossible to enter the 
project with a blank mind that has not been exposed to any literature on the selected topic. Just as 
you cannot un-see the text and deconstruct or cancel your initial understanding of the words 
already seen, the words enter your thinking and ideas form before any critical analysis of the text 
starts. You cannot un-read it either, as low order meaning-making starts simultaneously with 
technical decoding before critical analysis, in the detailed reading stage. All this launches the 
researcher into the complex hermeneutic process of the highest level of understanding that is 
knowledge creation, even from the moments of the most basis skim-reading of the literature. So, 
rather than fight against attributing meaning to the literature in the field that would influence my 
thematic attributions in the data analysis of participant’s data, I chose to use the literature as a form 
of data that was already active in the field. 
 I have adopted the position of others who have found great benefits, like Bazeley (below), 
in the depth of insights that literature can generate in the hermeneutically framed review process.  
 
 Utilizing the literature as data is highly valued as it will positively impact the depth of 
understanding of the phenomenon from quality analysis that will lead to resolution of the research 
inquiry process (Boell & Cecez-Kecmanovic, 2014).  Besides reading the literature, the other 
meaning-making connections researchers make with the work of others is in assaying the value of 
the data. These other-than-reading practices of review can be most effective if it is not linear or 
systematic but enacted as an iterative cyclic process of sense-making with the hermeneutic circle 
framework (allowing the essence of the phenomenon to unfold) that replicates the complete 
research process itself.   
 There is always literature that can inform your topic ... Regardless of your  methodological 
approach, reading will alert you to ways of thinking about the topic  that you’d never 
imagined and is always stimulating.  Play with the ideas,  contemplate the challenges, find 
the contradictions and the gaps, and direct your  research and analysis to those.  
       (Bazeley, 2013, p.38) 
 27 
 
 Boell and Cecez-Kecmanovic (2014), from the field of Information Systems Technology and 
Management explain their view (below) about approaching literature reviews framed with the 
hermeneutic circle to hone the quality of professional research practice. 
 C-R, framing the complete review process with the hermeneutic circle involved developing 
a bespoke iterative dynamic of searching, classifying, mapping, and aligning critical assessment 
and argument development with every textual and performative modality in the field, spoken and 
written. Adopting a hermeneutic circle framework (HCF) for reviewing the literature (Boell & Cecez-
Kecmanovic, 2010, 2014,) was a methodologically appropriate fit for working with research 
questions and findings already in the field.  Intentional phenomenologically attuned meaning-
making-practices with data-from-interviews (Kvale, 1983; Seidman, 2019; Vagle, 2010), provided a 
hermeneutic framework for insight cultivation. 
 The seven sites of HCF represent activities of meaning-making (review activities) from the 
literature in Data Box 2-1 overleaf.  Each site has been depicted with shading and dotted borders 
indicating the review process at the site was ongoing (an openly iterative setting) into all stages of 
data analysis.  In the research space marked as the Inner Circle of Search and Acquisition, 
although the arrows from one site to the next show a one-way movement, this was not a fixed flow 
for the sense-making between the processes to coalesce.  The arrows could be shown as double-
headed, so each process of review relate to the previous and the following site.  Each research 
activity was assigned a site in the HCF review, and is discussed in more detail in Chapter 3, in this 
Section B: mapping and classifying, critical assessment, argument development, research 
problems / questions and so on.   
 This review circuit started with the site marked ‘Initial Insight Cultivation’ and continued to 
the ‘Searching site’ and travelled the research activity sites in the ‘Micro-Inner Circle’. The Micro-
Inner Circle was left after the Detailed Reading Approach site when the Macro-Outer circle’s 
activities were engaged.  Dotted larger arrows in the Macro-Outer circle, show that at any time that 
outer process can be discontinued or ‘parked’ and re-joined after re-visiting the Micro-Inner Circle 
sites for more insight from reviewing others-research-as-data (literature-in-the-field). Creative 
flexibility built into the framework supported many iterations and cross-referencing of developments 
in the field as they became available. This also meant that the quality of the networks of meaning 
improved as more linkages were realised. Each linkage informed the next process in the flow of the 
 Using the hermeneutic circle describes the literature review process as being 
 constituted by literature searching, classifying and mapping, critical assessment, and 
 argument development. The hermeneutic approach emphasizes continuous 
 engagement with and gradual development of a body of literature during which  increased 
understanding and insights are developed.  
      Boell & Cecez-Kecmanovic (2014, p.257) 
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review. The following data box contains the HCF Model as adapted for monitoring the literature 
analysis activities.  
 
Phenomenological writing of the literature-as-data as the literature review  
Data Box 2-1 The Hermeneutic Circuit Framework of the Literature-as-data Review     
        
 C-R, I used the term “site” rather “stage” (Boell & Cecez-Kecmanovic, 2010, p.134), to 
show the dynamic review processes (above) as accessible across and within the many sites, not 
limited in its progress by any prescribed sequence that required achieving that ‘stage’ or pre-
Acquiring 
Detailed 
Reading 
Approach 
IdentifyingRefining
Searching
Sorting
Selecting
The Micro-Inner Circle 
Insight cultivation & 
acquisition Initial insight 
cultivation   
Start here 
The Macro-Outer Circle 
Analysis & interpretation 
HCF Literature 
Review 
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requisite as entry to complete the framework.  This meaning-making framework (HCF) supported 
deep investigation time with the data, until I set it aside for the next stage in the research activity. It 
also provided an ethically transparent way to work with the literature-as-data (Bazeley, 2013; van 
Manen, 2014) as I was motivated to meet my professional responsibilities as a researcher while 
also preparing for working with the participants. By working this hermeneutically sensitive way, 
specifically aligned to the research questions (Dowling, 2007); I was reassured that my review 
would also support building the originality of research contribution as a practice-based 
epistemology. 
2.2 Working with others’ data: Reviewing for questions and findings.  
 
 Working with others’ data-in-the-literature was organised in four sections. These sections 
were evident in the literatures of teacher professionalism in ITE, with each section aligned to its 
correlated research question. The Question Sections are listed below. 
Question Section 1: A question of quality assurance and equity  
RQ1: What core values of teaching and learning were challenging or affirming for PSTs because of 
placement feedback? 
Question Section 2: Enacting the reformed work of teachers 
RQ2: Which duties of teachers' work provided PSTs with placement feedback that was totally new, 
unexpected, enjoyable or otherwise? 
Question Section 3: The value of feedback and learning teaching 
RQ3: What placement feedback exchanges were regarded as most valuable for themselves as 
teachers? 
Question Section 4: Professional identification and self-work for PSTs: Following feedback 
footprints for a sense-of-self as a teacher 
RQ4: What features of placement feedback helped PSTs develop a sense of themselves as 
teachers? 
 C-R, the overall basis for organising the literature-as-data into Question Sections was to set 
up a framework of insights to act as a foundation for planning and designing the research 
questions as part of the data gathering ( insight cultivating) within the literature review. The final 
framing of the questions was refined throughout the cycling through the review process.  Each 
research question was assigned its own section within the literatures of professionalism in ITE. The 
Question Sections only identified each literature within professionalism, removing any temptation to 
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attend to the questions as if in a linear, systematic review of the literature. C-R, I was focussed on 
following hermeneutic understanding of research questions already in the field, and this helped. 
 
 
 Research questions already-in-the-field were sourced for “fresh understanding or 
awareness of new connections that make sense” (Bazeley, 2013, p.385) as contributing factors of 
professional identity-forming practices for pre-service teachers given all experienced placement 
feedback. The literature findings were identified from actions, innovations or interventions that 
provided evidence of professional practice formation or innovations that meant making appropriate 
changes in my own questioning focus areas. I also wanted to make sense of the research 
questions, themselves, for 2 main reasons.  First, I needed to know existing issues in the field that 
led to the mounting stakeholder research interest in professional identity and what was the matter-
of-significance for that researcher, in that setting.  Second, I wanted to understand others’ 
interpretations of the professional identity forming practices of pre-service teachers, to warrant the 
positioning of my inquiry in contexts of placement feedback in settings of mandated professional 
placements.  My overall intention was to work with an effective research practice that could quality-
proof my research practices by not duplicating any research efforts that would negate the 
contribution of this research. 
 The focus literatures, that included some relevant interdisciplinary studies, and highlighted 
developments in the field holding the research questions were: -  
• Teacher education reform (policies, professionalism and professional standards) 
• Professional experience placements  
• Motivations to become a professional teacher (2 pathways into ITE) 
• The identity work of Teachers (self and professional identity) 
• Learning teaching (theories of professional learning and teaching) 
• Feedback in Higher Education / Initial Teacher Education 
• Feedback / Placement feedback 
 
 
 The best way to share the reviewing process as text, C-R, was to provide the insights as a 
first-glance preview in a data box, as shown in the following sections, as it showed the initial 
considered literature to the associated research question. Using “data boxes” (Bazeley, 2013, p. ) 
as a visual and conceptual (cognitive) tool to evidence insights from other scholars in the field was 
an effective way to make connection with their research; and also served to assist me in framing 
my research questions so they would contribute to epistemological evidence in the field. Data 
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boxes were then continued throughout the thesis as part of the phenomenological writing of this 
research to share evidence of the lived research realities with C-R. 
 C-R, by keeping a phenomenological-openness to experiencing the literature review as a 
non-linear, iterative circuit, the goal was that the following sections would reveal themselves 
ubiquitously as phenomenologically entwined even though they have been identified as separate in 
the “Question Sections” following.   
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RQ1: - What core values of teaching and learning were challenging or affirming for PSTs 
from placement feedback? 
Literature 
focus 
Questions Author/Source & Main Finding (MF) 
 
 
 
Reforms in 
teacher 
education 
value 
professional 
quality 
teaching 
and 
learning. 
 
 
Experienced teachers in 
England and Australia 
were interviewed about 
their understandings of 
commitment. 
Day, Elliott & Kington (2005) 
MF: At the centre of the phenomenon of 
commitment is a set of core values, relatively 
permanent, based upon personal beliefs, 
images of self, role and identity which are 
subject to challenge by change which is socio-
politically constructed. 
 
Teachers are the most 
important single element 
of the education system 
but what does it take to 
Create high quality 
teachers in today’s world? 
 
Darling-Hammond & Lieberman (2013) 
MF: Among the countries that are doing well – 
Finland, Singapore, the Netherlands, the UK, 
Hong Kong, Canada, Australia and the USA, 
the 3 main findings are; emphasis on the 
preparation, induction, support and 
assessment of new teachers; focus on teacher 
retention, teachers’ professional knowledge 
and continuing professional development; 
curriculum change and Critical policies.  
 
How initial teacher 
education in Australia 
could be improved to 
better prepare new 
teachers with the practical 
skills needed for the 
classroom? 
TEMAG (2015)  
MF: Action to enhance (support) the capability 
of Australian teachers and assure public 
confidence in those delivering school 
education must begin when teachers are first 
prepared for the profession. 
.. to what extent we, as 
teacher educators, 
succeed in doing what has 
long been expected of 
student teachers? 
We kept asking whether 
we had reached the core 
of the matter. 
Korthagen & Verkuyl (2007) 
MF: Personal core qualities are strong points, 
personal values and ideals that PSTs are 
striving for when confronted by obstacles in 
their learning and teaching. 
How can countries 
prepare teachers to face 
the diverse challenges in 
today’s schools?   
OECD (2014) The OECD Teaching and 
Learning International Survey (TALLIS) 
MF: - Review, analyse, define and input 
educational policies by development in key 
areas for developing a high-quality teaching 
profession.  
 
Data Box 2-2 Question Section 1 
 
 C-R, from Data Box 2-1 (above), the link between selected stakeholders’ questions found in 
the field (in the Question Sections above, and my research Question 1 was: the notion of “core 
values” of teaching and learning and identity, self and professional, (Darling-Hammond et al, 2013; 
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Day et al, 2005; Korthagen & Verkuyl, 2007; TEMAG, 2015) and high-quality teaching (Le Cornu, 
2015; OECD, 2014).  Placement feedback or even feedback in general, was missing as a vital 
component of the core values of learning, teaching and improvements for developing a high-quality 
teaching profession. 
 
 
 The literature focus in the Question Section 1 was on the shared finding in the field that 
reforms in teacher education value professional quality teaching and learning. C-R, the statement 
below, established the premise of reform in Australia, representing the competitive pressure for 
high-quality (world-class) teaching that motivates OECD member countries to drive teacher 
education reforms world-wide (Darling-Hammond et al, 2013; Day et al, 2005; OECD, 2014).  In 
the arena of global educational reform, public and research interest continues to be predominantly 
invested in chasing these assurances of high-quality teaching impact and equity (OECD, 2014), 
that demand all students have access to quality teachers who ensure quality teaching of a world-
leading standard, interpreted for all Australian students, as (shown in bold below) consisting of 
world-class teaching, albeit excellent teaching (TEMAG, 2014).   
 
 
 Aspects of teachers’ and pre-service teachers’ work are constantly re-interpreted as 
indicators of excellence in teaching to quality-proof students’ learning success as world class 
(TEMAG, above). These are: performativity to professional standards for teachers, work appraisal 
and performance reviews, professional growth and innovation with practice.  For decades, all of 
these aspects have continued to dominate global public scrutiny, debates of reform in teacher 
education and research in educational settings, sustained by concern from multiple stakeholders 
(Carrington, Deppeler, Moss, 2010; Darling-Hammond, 2003; Day, 1999; 2007; Hall, 2004; Jensen, 
2010; Locke, 2001; Lopez, 2007; OECD, 2012, 2013; Sachs, 2003; Day, 2008).  The groundswell 
of stakeholder concern focuses on the quality of teachers and their teaching for their impact on 
students’ academic performance has been evidenced in the research (Hattie, 2012, 2013; Jensen 
& Reichl, 2011; Lovatt, 2003; OECD, 2011). 
  
To give Australian students the greatest chance of success, they must receive world-class 
teaching ... The Australian Government looks forward to working with the states and 
territories, non-government schools, teacher regulatory authorities and universities in 
enhancing excellent teaching in Australian schools to deliver a world class education for 
all students.        
           TEMAG (2014) 
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 Recurrent educational reforms of the 20th century reverberate well into the 21st century; 
vicariously implemented for anticipated improvements for quality teaching outcomes. They intensify 
the policy dynamics of public management by neo-liberal governments competing to become world 
leaders in the knowledge economy (Grattan Institute, 2010; OECD, 2013). These reforms have 
been recognized and implemented irregularly in school and university systems around the world 
(Ball, 2012; Day, 2007; Edwards, 2010; Grice, 2019; Lingard, 2011; Townsend & Bates, 2007; 
Westman, Alerby & Brown, 2013). There is also recognition that the commitment to widespread 
educational reform has often been thwarted, knowingly or unknowingly, by teachers’ suspicion for 
change yet again, in areas of burgeoning curriculum reach, complex professional accountability, 
widening pastoral responsibilities and increased community involvement and accountability. The 
impact has been experienced with mixed emotions, unwilling or uncertain engagement and 
fluctuating understanding from teachers, pre-service teachers, leadership teams and administration 
support amongst other stakeholders alike (Ball, 2012; Day, 2007; Cattley, 2007; Edwards,2010; 
Jensen, 2010; Klein, 2004; Lingard, 2011; OECD, 2013; Townsend & Bates, 2007; Westman, 
Alerby & Brown, 2013). However, few countries could have met Australia’s record of 102 reforms in 
teacher education in the last 15 years (Hattie, 2016) or more. 
 Impact on the professional work of teachers and pre-service teachers continues to be 
shaped by open public, media and political scrutiny and negative criticism.  Teachers’ work and 
professional lives, and those students learning to perform the highly professional quality of 
teachers’ work (pre-service teachers), experience it as feedback in the educational workplace. It is 
feedback reinterpreted by some stakeholders who view education as a public service commodity, 
paid for by their own taxes and subject to their un-checked interrogation. Contemporary processes 
of the commodification of education focus mainly on the output of teaching on students’ 
performance at a world standard (Grattan Institute, 2018). These processes impact teachers’ work 
detrimentally by subjecting teachers, and their pre-service teacher counterparts, to compete with 
all 3 teaching domains (AITSL, 2012) of their professional practice (e.g., professional knowledge, 
professional practice, professional engagement) in conditions of marketization, intensification and 
standardisation like other 21st century professionals (Dall’Alba, 2009; Day, 2008; Mockler & Sachs, 
2006; Webb, 2005).   
 
 
 This research project was developed to respond to a practice-based research problem 
significant in the professional growth of pre-service teachers (OECD, 2009).  The problem is the 
missing research and practice-based data in the field of pre-service teachers’ lived experiences of 
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placement feedback and professional identification practice represented as knowledge-as-text, 
(van Manen, 2012). Although it is common knowledge that professional growth as a teacher for 
pre-service teachers is contingent upon responding to the professional critique and guidance 
embedded in the feedback at placement; it has been relatively overlooked in the literature.  When 
questions in the field have explored understanding of the feedback experienced by pre-service 
teachers in conditions of the professional experience placement, they have mainly been about 
written feedback on formative and summative assessments in their teacher education courses 
(See Question Section One Data Box). This illuminated the contradiction of reform in the field. 
 
 
 Chapter 1 established challenging issues continue in stakeholder circles around quality and 
teaching that has brought into focus on doubts about the success of equity policies. These doubts 
have surfaced in the literature as dissatisfaction with the quality of teaching candidates for the 
profession (Dinham, Ingvarson, & Kleinhenz, 2008; Jensen, 2010; OECD, 2011; Troman, 2008). 
Quality teaching and quality teacher education is seen by many scholars and stakeholders as the 
appropriate focus in institutional reforms of teachers’ work around the world (Amosa, Ludwig, 
Griffiths & Gore, 2007; Cochran-Smith & Zeichner, 2009; Darling-Hammond, 1997; Mayer, Cotton 
& Simpson, 2017). Understandings of quality teaching as it is developed in the professional 
identification practice of PSTs is also valued in this research as the most valuable placement 
outcome possible for pre-service teachers as quality teaching holds the promise of a direct flow-on 
impact with high quality learning outcomes for students working with pre-service teachers (Darling-
Hammond, 2017; Gore, 2015). 
 
2.2.7.1 Quality teaching includes pedagogical caring as a core value 
 
 Workplace reform in educational settings continues to be characterised by increasing 
demands on the social and emotional practices and resilience of teachers who support knowledge, 
skills and innovation with and for positive impact on students’ learning (Isenbarger & Zembylas, 
2006; Zembylas, 2011). C-R, at the core of this support is the assumed and ever-present, universal 
relationship between teaching and caring (Beutel, 2006, 2010) that guarantees (quality-proofs) the 
quality of teachers’ pedagogical practice in all teaching activities. The changing role of teaching 
has revealed the role of emotional practices of pedagogical caring (Cattley, 2004; Dottin, 2009, 
Groundwater-Smith, 1998; Lanas & Kelchtermans, 2015) as fundamental to teachers’ professional 
identity formation and their career satisfaction (Day & Gu, 2010; Hargreaves, 2001; Hochschild, 
1983; Meyer, 2003; Shapiro, 2010; Zembylas, 2005).   
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2.2.7.2 Pedagogical caring transforms teachers’ work through interaction 
 
 Pedagogical caring is a unique element of emotional labour (Edwards, 2015; Hochschild, 
1983) embedded in teachers’ work in its many forms that distinguishes it in the school and open 
community, and which is fundamental when working with children as learners (Isenbarger & 
Zembylas, 2006). C-R, there is common societal and professional agreement that it is an 
intentional way-of-being-with-school-students expected of teachers at all career levels. It requires 
exemplary emotional labour supported by great kindness, never-ending patience, an openness or 
willingness to help, empathetic understanding, and self-control to be consistently managed by all 
teachers during teacher-student interaction (Beutel, 2006; Hult, 1979; Isenbarger & Zembylas, 
2006; Tsang, 2011).  
 For the purpose of this study, interaction was found to be a complex process of negotiating 
communication and action when working in relationships with and for the sake of children that also 
incorporates description of interaction in relationships as detailed by Saldaña and Omasta (2018) 
below. 
      Saldaña & Omasta (2018, p.22) 
 
 This intentionality of approach and attitude with children-as-learners demands that their 
(teachers and pre-service teachers alike) own emotions must be self-regulated (Zembylas, 2011), 
so that improved student learning can take place. Teaching is a profession built on assumptions 
and demands that teachers and school children work together in positive teacher-student 
relationships (Beutel, 2006; Vagel, 2008) universally characterised by open displays of 
pedagogical caring, communication and harmonious attentiveness (Hull, 1979; O’Hara, 2015; 
Wentzel, 1997), prerequisite foundation ingredients for quality teaching.  Hull’s insights into 
pedagogical caring (below) establish the fundamental premise that all of teachers’ enacted work is, 
by nature, ‘care filled’. 
 
 The mediated, improvisational, relational and ethical nature of pedagogic teacher-student 
interactions embedded with pedagogic caring contributes to the quality of learning and guidance 
provided in feedback to placement classroom students on their learning progress.  It asks of 
Interaction is how relationships get constructed. They are collective chains of interactions 
and reactions in which people in roles conduct routines and rituals in accordance with the 
rules for living. 
Fundamentally, pedagogical caring refers to the careful or ‘care filled’ manner or style by 
which a teacher operates. In doing his professional job with due care, the teacher 
demonstrates serious attention, concern, and regard for all of his duties.   
       Hull (1979, pp. 237) 
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teachers and pre-service teachers, as professional moderators of feedback, that care is taken, with 
“pedagogical tact” (Vagle, 2008; van Manen, 1991, 2015); albeit a respectful capacity for human 
kindness and embodied as a ‘caring’ attitude (Hull, 1979; Wentzel, 1997) when engaging with 
children as fellow-learners and educational workers. The quality of care required to support 
children as novice pedagogical workers and future knowledge workers, is deemed to require world-
class quality caring and is driven by the impetus for education systems to sustain each nation’s 
economy, as a leading knowledge economy (Jensen & Reichl, 2011; OECD, 2011, 2012). Growing 
demands to serve the learning needs of diverse groups of students with ongoing complex 
pedagogical support; are characterised by integrating pedagogical caring in all strategies of 
emotional (Zembylas, 2011) and professional engagement.  
 C-R, this means that pedagogical caring is amongst the most valued essence of teachers’ 
practice, that requires high-quality social, emotional professional practices and innovative 
workplaces to accommodate it (Dall’Alba, 2009). It also sees teachers and pre-service teachers, as 
professional knowledge workers, drawing deeply on their skills of emotional labour and emotional 
intelligence (Edwards, 2010; Knowles, Holton & Swanson, 2014; Mortiboys, 2012; Tikkanen & 
Billet, 2014; Tsang, 2011), to provide this mandated level of high-quality teaching practice (AITSL, 
2014; Isenbarger & Zembylas, 2006; Wilkins & Comber, 2015; Yang & Carless, 2013). C-R, I 
learned from the data-of-the-literature that the “performance of emotional labour is related to the 
professional and philosophical stance about the role of caring in teaching and learning … an 
important aspect of the reality of teaching and has an impact on teachers’ commitment, 
satisfaction, and self-esteem.” (Isenbarger & Zembylas, 2006, p.120). It also demands 
performativity of emotional intelligence (EI) generically characterised by the teacher’s capacity with 
the intrapersonal, interpersonal, stress management, adaptability, and general mood dimensions of 
their growth as a professional (Mortiboys, 2012), evidential in their professional practice. 
 Personal emotional investments by teachers of all career stages in educating children, 
makes teaching a complex, high stakes professional enterprise characterised by enacting and 
honing skills of emotional engagement (Zembylas, 2011) albeit pedagogical caring, professional 
judgement and decision-making that are embedded in every-day feedback exchanges (Dottin, 
2009; Horden, 2015; Valli & Buese, 2007; Westman, Alerby & Brown, 2013).  This cluster of 
professional skills is a vital component of the professional acumen and teachers’ presence 
required of PSTs (Ambrosetti, 2010). They are achieved when mastery of specialised pedagogical 
skills is achieved, and pedagogical caring is employed to manage learning opportunities for their 
students, professional colleagues and themselves (Hargreaves, 2000, 2005; Hochschild, 1983; 
Lanas & Kelchtermans, 2015; Shapiro, 2010; van Manen, 2007; Zembylas, 2005).   
 Professional standards regulate teachers and PSTs to embrace a duty of specialised care, 
pedagogical caring in the performance of their professional work. The Standards reflect the value 
that education systems and their stakeholders place on performance required of professional 
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teaching that is pedagogically caring yet must be simultaneously adaptable to changing classroom 
conditions of emotional labour (Leonard, 2012; O’Connor, 2008; Townsend & Bates, 2011; Tsang, 
2011).  These are values, that when demonstrated by all teachers, will be needed to prepare 
students for living with the same degree of adaptability, viz., “learning to live with complexity, 
uncertainty and diversity” (Le Cornu, 2015; Makar, 2007; QCT, 2007, p.5). Given Wentzel’s 
position, below, there is acknowledgement of the performative demands of demonstrating 
democratic interaction styles and modelling a ‘caring’ attitude.   
 
2.2.7.3 Legislated to care impacts the fundamental nature of teachers’ work 
  
  C-R, it is important to appreciate the value that stakeholders hold for the emotional 
gold of teachers’ pedagogical work with children-as-learners.  Stakeholders are so invested in, and 
which also extends to pre-service teachers when learning teaching in these reformed times. 
Legislation influences the education sector and determines the standard or quality of work of 
teachers and pre-service teachers alike. In previous times of the 1970’s and onwards, the term, “in 
loco parentis”, was a Latin term used in legislation to set the conditions of care that identified and 
guided the teacher - child relationship in education settings. The term is Latin for ‘in the place of a 
parent’ and indicates the legal responsibility (Stuart, 2010) required of a teacher, individual or 
organisation, when taking care of the day-to-day duties and responsibilities of a parent in relation 
to their child.  
 In more recent developments in understanding the complexities of working in the role of the 
parent, teachers and pre-service teachers have been witness to children’s experiences of poor 
pedagogical care from their family as discussed by van Manen (2016) below,  
 van Manen (2016, p.6) 
 C-R, this condition of care has been superseded or overtaken by the implementation of 
more prescriptive professional duties as many nations’ education legislation has found the need to 
Teachers who care were ... demonstrating democratic interaction styles, developing 
expectations for student behaviour in light of individual differences, modelling a "caring" 
attitude toward their own work, and providing constructive feedback.       
              
   Wentzel (1997, p.411) 
The school institution also has legally defined in loco parentis responsibilities. The school's 
boundaries were traditionally commonly considered as a transitional space between the 
secure intimacy of the family and the more risky public openness of life in the outside world. 
But in modern society we cannot assume that this secure family exists for the child; and to 
the extent that it exists, it cannot be assumed that this family "intimacy" grows out of the right 
kind of love for the child. And so, the in loco parentis responsibility of the school does not 
only consist in preparing the child for the larger world, it also consists in protecting the child 
from the possible risks of abuse and shortcomings in the intimate sphere of the family. 
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provide clear, explicit boundaries of working with students. Not many teacher education candidates 
comprehend the lived reality of stepping into the world of teachers’ work and the legal and moral 
responsibilities that is required of them even at their placement. For this reason, it was important to 
explore what duties of teachers’ work had drawn their original interest in the career and motivated 
them to become teachers. 
 Special mention is made in the next section, 2.3 Question Section 2, of pathways into initial 
teacher education institutions; as participants for my research were sought from final year cohorts 
in the following teacher education programs, the Bachelor of Education program and the Graduate 
Diploma program. This last cohort consisted of career changers who experienced a unique 
situation in that their final year prior to graduation was also their first year!  It is significant to 
emphasize the unique features of the cohorts representing one traditional and one non-traditional 
pathway, as each pathway featured school-leavers of an early adult age working with career 
changers of both early adult ages and mature age adults.   
C-R, these factors influenced PSTs’ motivations for teaching and had an impact on self-
determinations that contributed to the quality of their professional identification practice at 
placement (Williams & Forgasz, 2009). There is also discussion of motivations of those drawn to 
become a teacher of professional quality, either as a career-commencing decision after high 
school or as a career-changing decision to improve an already established working or professional 
life. 
 
 C-R, Data Box 2-2 below, specifies questions and their findings already in the field.  
Following, there is an appropriate link to research Question 2, as shown below. 
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2.3 Question Section 2 
Question Section 2 
RQ2: - Which duties of teachers’ work provided pre-service teachers with placement 
feedback that was totally new, unexpected, enjoyable or otherwise?  
Literatures of  
Professionalism 
Author/Source & 
Questions 
Main Finding (MF)   
 
Learning 
teachers’ work  
to become 
professional at 
it. 
 
 
 
 
 
Professional 
and identity 
growth of pre-
service teachers 
for and in the 
placement 
(practicum) 
 
 
 
International 
measures of 
quality teaching 
/ quality 
teachers 
 
 
Haigh, Pinder & 
MacDonald, (2006, p.16) 
Q1. What do student 
teachers learn about 
becoming/being a teacher 
when on practicum? 
Q2. What factors enable 
or hinder student teachers’ 
learning to be teachers 
during the practicum? 
MF1: Growing professional 
knowledge... planning and 
assessment strategies and how to 
Create a learning environment when 
on the practicum.  
MF2: “... the most frequently 
mentioned enabler was the 
development of professional 
relationships. Relationships were also 
the second most frequently 
mentioned hinderer”. 
  
Le Cornu, R. (2015, p.4) 
What constitutes high  
quality teaching? 
MF: Key components of professional 
experience in ITE in Australia (See 
Appendix H). 
  
Grossman, Hammerness 
& McDonald (2009) 
Q1. What differentiates the 
kind of informal teaching 
human beings engage in 
all the time from the 
instructional activity that 
occurs primarily in 
classrooms? 
MF: Pedagogies and programming of 
enactment e.g., practicing high 
leverage practices (core practices) 
with feedback in an integrated fashion 
addresses teaching as a complex 
task; performed by teachers and 
novice teachers establishing 
structures for students’ independent 
and collaborative activities related to 
learning. Feedback plays a major part 
in eliciting further thinking from 
students. 
  
OECD (2014) 
In some countries, the 
concept – not to mention 
the use – of teacher 
appraisal sparks 
discussion whenever it is 
mentioned. According to 
what criteria? Who 
decides? And what should 
the results of teacher 
appraisals be used for? 
MF: Education stakeholders find 
some agreement in the idea that 
teacher appraisal can be a key lever 
for focusing more on teaching quality 
and continuous professional 
development for teachers, in keeping 
with the growing recognition that the 
quality of teaching affects student 
learning outcomes. Teacher appraisal 
also provides opportunities to 
incentivise, recognise and reward 
teaching competence and high 
performance, which, in turn, may help 
to address concerns about the 
attractiveness of teaching as a career 
choice and about the image and 
status of teachers, including teachers’ 
feelings that their work is not 
sufficiently valued. 
  
Data Box 2-3 Question Section 2 
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 C-R, the selected research (above), overlooks or under-represents the complexity of 
learning every-day professional teaching practice supported or influenced by placement feedback. 
Motivating factors that pre-service teachers bring to their role and the field as teacher education 
students (Day, Elliot & Kington, 2005) are worthy of consideration when understanding what their 
intentional identifications as teachers involved when at placement (see Data Box List Some 
Motivating Factors to Become a Teacher). In the next section, PSTs’ motivations to embrace 
teaching are listed and briefly discussed as their significance may re-appear in data analysis, 
especially as encounters with placement feedback can challenge or affirm their motivations to 
teach.   
 
 
 Teacher education candidates are drawn to the profession from all walks of life.  Having 
travelled various pathways into initial teacher education they arrive, some with compelling caring, 
selfless, principled and some even blatantly financial reasons motivated to teach.  Most assume 
their enthusiasm for learning teaching will be valued and matched by those already-in-service in 
the profession as they embark on the professional placement.  That this is not always the case, is 
well documented in the literature as the phenomena of “reality shock” (Grossman, Hammerness & 
McDonald, 2009; Kelchtermans & Ballet, 2002; Pendergast, Garvis & Keogh, 2011; Rorrison, 
2011) as their motivations to become a teacher are challenged or reaffirmed in the day-to-day of 
learning the work of teachers.   
 Some literature shows a historical trend of public misconceptions, albeit naïve urban myths, 
that make teaching an attractive choice for potential candidates.  Teaching continues to be 
perceived as a conservative and relatively easy job (rather than a profession) with frequent and 
compulsory holidays, brief working hours, and relatively unchallenged job security (Bahr & 
Pendergast, 2007; Donnison, 2004; Watt & Richardson, 2008; Skilbeck & Connell, 2005). Those 
who attest to these urban myths, often have simplistic, unrealistic and even idealistic notions of 
teachers’ work hijacked by sentimental childhood memories, that are oblivious to the complexity 
and commitment the professional work of teachers requires (Darling-Hammond & Baratz-
Snowden, 2005; Loughran, 2006).   
 The professional status of teaching is not always held in high regard across all 
communities, but it is recognised by many that it is difficult, demanding, thankless and stressful 
work with children and their parents.  Some members of the public do support claims in the 
research that teachers should be respected as committed professionals (Davis, 2010). This is not 
only because the work is super-complex in the 21st century, but also as it demands of each teacher 
and pre-service teacher, relentless cognitive and emotional energies and resilience to bring the two 
worlds of teacher preparation, the ITE preparation and professional experience placements 
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together, to support and improve student learning (Jensen, 2010; OECD, 2009). Despite the 
perceived problem of lack of public support for teachers and pre-service teachers, many 
stakeholders in research institutions and universities, like Davis, below, acknowledge the 
contribution of teachers and their teaching.   
 
C-R, the Teacher Education field is supported with research and heavily influenced by 
decades of reforms marshalling in significant and super-complex change (Barnett, 2000). This 
elevates learning teaching for the individual as a world-class professional learning and professional 
practice project (Ballantyne, 2004; Darling-Hammond et al, 2013; Hall, 2004; Korthagen & Verkuyl, 
2007; OECD, 2014; TEMAG, 2015). The overall impact of educational reform affecting teacher 
education students, is in the mandated conditions of standardised performativity at placement that 
dictates their suitability to become teachers. What is confronting for them is that stakeholders' 
debates in media, government and independent forums alike, focus heavily on securing high 
quality PSTs than on the quality of their teaching (Ashenden, 2013; Gore, 2015; Jensen, 2010).   
 The Data Box 2-3 Question Section 2, below, documents relevant motivating factors in the 
field that profile teacher education students prior to becoming pre-service teachers. Some favour 
teaching as a career or employment option for one or any combination of personally held 
motivating factors. Some factors overlap and can be cross-referenced in the shared literatures of 
each factor. C-R, this list is not exhaustive, and only provided to represent the main factors. This 
list also provided an experiential checklist that enabled me to “tick-off” the motivating factors I have 
seen evidenced in those I have supervised and useful for understanding those in this inquiry.   
 
 
 
 
  
Schoolteachers are the quiet heroes in our communities, daily adding to the knowledge and 
social skills of young Australians. The educational transformation of Australia over recent 
generations is built on their work. The task now is to invest in teaching, taking our schools to 
the next level of skill and professionalism.                      
               Davis (2010, p.80) 
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The list of motivating factors that hold value for potential teacher candidates 
 
1. Teaching is people-oriented, and 
candidates want to teach as they perceive 
they were “born-a -teacher” (Bahr & 
Pendergast, 2007; Schepens, Aelterman & 
Vlerick, 2009; Watt, Richardson & 
Tysvaer, 2007). 
8. Pursue teaching for altruistic reasons or 
are minority candidates concerned with 
inequalities in existing educational and social 
settings; visions for social justice; see roles 
as change agents in schools and society and 
want to contribute and maintain a strong 
cultural connection.  (DEST 2005 2006; 
Education Queensland, 2008; Su, 1997; 
Watt & Richardson, 2005, 2008; Williams & 
Forgasz, 2009; Whitaker & Valtierra, 2018).  
2. Candidates have affinity with children or 
youth, and see teaching as a ‘natural 
choice’ for females, given their assumed 
affinity with children and family orientation 
(DEST, 2006; OECD, 2002; Manuel & 
Brindley, 2005; Watt & Richardson, 2008; 
Schepens, Aelterman & Vlerick, 2009; 
Skilbeck & Connell, 2005; Williams & 
Forgasz, 2009). 
9. Want to share their passion for subject 
specialisations with young people as an 
altruistic duty (DEST, 2006; Education 
Queensland, 2008; Schepens, Aelterman & 
Vlerick, 2009). 
3. Teaching offers strong employment 
security, such as permanency for rural / 
regional and low socio-economic 
candidates like themselves (DEST, 2006; 
OECD, 2002; Su,1997). 
10. Perceive teaching as a way to live in their 
own demographic area or see themselves in 
a leadership role in the workplace and 
community (DEST, 2006; Su, 1997; Williams 
& Forgaz, 2009). 
4. Trust that teaching delivers personal 
satisfaction, ways to value-add to society 
and make a difference with future citizens 
(DEST, 2003, 2006; Donnison, 2004; 
Johnson & Birkeland, 2003; Manuel & 
Brindley, 2005; Williams & Forgasz, 2009). 
11. View it as a “fall-back career” as they 
were not successful in their first career 
choice, or it was unsuitable for them 
(Bullough, 1997; DEST, 2003; Powers, 2011; 
Richardson & Watt; 2006, Watt & 
Richardson, 2008). 
5. Value it for job mobility, personal social 
mobility and overseas portability for self-
improvement (DEST, 2002, 2006; Manuel 
& Brindley, 2005; OECD, 2002).  
12. See teaching as a stepping-stone career 
to their desired career / profession in the 
long run.  (Watt & Richardson, 2008; 
Williams & Forgasz, 2009). 
6. Want immersion in a role that they 
consider fulfilling (Bahr & Pendergast, 
2007; DEST, 2006; Johnson & Birkeland, 
2003; Skilbeck & Connell, 2004). 
13. Have faced life-changing incidents 
prompting them to change careers (career 
changers) for a personal mission to ‘make a 
difference’ (Howes, Goodman & Delahunty, 
2015; Johnson & Birkeland, 2003; Powers, 
2011). 
7. Regard teaching as an intellectually 
inspiring and engaging career (Education 
Queensland, 2008; OECD 2005; Rinke, 
2008; Watt & Richardson, 2008). 
Data Box 2-4 Question Section 2: Motivating Factors (attractors) to Learning Teaching 
 C-R, having briefly annotated the previous data list (above), it was important to consider if 
these personally held values matched those who identify as a ‘high quality candidate’ in the eyes of 
stakeholders (Le Cornu, 2015). As the list aligns with RQ2 it also poses the added quandary of 
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why this is so important for the profession (Dinham, Ingvarson, & Kleinhenz, 2008; OECD, 2011; 
Troman, 2008). For some teaching candidates, core values often encountered or breached at 
placement, are the personal values which motivated them most to teach and are also embedded in 
the idiosyncrasies that identify their practice (Grossman et al, 2009) as professional quality. This 
became evident for these participants during interviews are shared C-R, in the analysis chapters, 
Chapters 4 ,5, and 6.   
 In the next section, the undergraduate and postgraduate pathways are discussed in 
general. Specific reference to the conditions of enrolment, course outlines and programs provided 
for the teacher education cohorts working in this study will not be made; as they are ‘not in the 
scope of this research’.  However, during some stage of data collection, participants could disclose 
the connection they hold of value for themselves between their teacher education feedback and 
their feedback at the placement.  Some may even draw a comparison between the dimensions of 
feedback that mattered most for their sense of themselves-as-a-teacher. Once again, this kind of 
comparison falls outside the scope of my research, however, C-R you may be interested in this 
topic for your own research. 
 
 
 The implementation of Social Justice and Equity legislation world-wide, has meant that 
opportunities have been made for previously excluded demographic groups in the community. 
Individuals can access education and employment pathways with differentiated entrance 
conditions. The contradiction mentioned earlier (Question Section One) is felt keenly as pressure 
to perform by candidates while completing the ITE course. C-R, it is experienced as intense 
scrutiny to be academically and practice-wise proficient at learning teaching (ACER, 2010; 
Dinham, Ingvarson, & Kleinhenz, 2008; Jensen, 2010; OECD, 2011; Troman, 2008).   
 In the local setting, Australia, there is prolonged pressure on the overall academic and 
teaching performances of teacher education candidates, throughout the duration of their ITE 
course.  For once they develop as pre-service teachers, they are expected to validate their 
professional capacity as a highly skilled and innovative classroom-proficient teacher (Le Cornu, 
2015; TEMAG, 2015).   
 Attaining a world standard workforce of professional teachers is needed to fulfil aspirations 
of the Australian Government of becoming a “top-five” OECD country out of some 35-member 
countries (Business Council of Australia Education, Skills and Innovation Task Force, 2008; 
Dinham, Ingvarson, & Kleinhenz, 2008; Skilbeck & Connell, 2005).   
 Given the mandated professional conditions of performativity, teacher education institutions 
and stakeholder others are invested in strengthening the level of support for pre-service teachers 
to be of equally high-quality (AITSL, 2015; Bullough, 2005; Hattie, 2015; Korthagen & Vasalos, 
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2010; Korthagen & Verkuyl, 2007; TEMAG, 2014).  The significance of these concerns is shared in 
the following podcast comment by the chair of AITSL, John Hattie, following: 
How we prepare our newest teachers is a critical test of how much we value and support 
the quality of teaching.                                            
Hattie, (AITSL, 2015) 
 
 Hattie’s pledge (above), to support the quality of teaching informs policy and course 
delivery across universities in Australia (Le Cornu, 2015,) that recognise and support that ITE 
course innovations are necessary to meet the diverse requirements of students entering the 
profession (AITSL, 2011). Government accreditation for ITE institutions sited in universities, 
demands provision of effective professional experience programs that provide high-quality, socially 
just ITE courses and professional quality placements and partnerships (Le Cornu, 2015). 
Supporting teacher education students to perform academically and professionally as pre-service 
teachers to become professionally certified teachers is a complex, demanding dynamic of 
institutional undertaking of qualified staff, resources and support mechanisms to see initial teacher 
preparation for the candidates through to fruition. Success for them is determined by their 
engagement with the quality of their teacher preparation course and the qualities they bring with 
them in each course / cohort and transform into professional standard practice as a pre-service 
teacher at placement. 
 Having established that a significant issue for teacher education institutions lies in enticing 
candidates capable of performing as high-quality pre-service teachers (OECD, 2014; Le Cornu, 
2015) who will transition successfully into the profession; a closer look needs to be taken at the 
main pathways accessed to become PSTs; both undergraduate and postgraduate pathways.   
 C-R, the two sections that follow, discuss the 2 main pathways into teaching that 
participants took to be in the role of a PST approached for this inquiry and its significance in the 
field. 
 
 
 
 One traditional pathway into teacher education courses is by enrolment in an 
undergraduate Bachelor of Education Degree, having met the requirements for university entrance 
with success with a high school leaving certificate.  Not everyone who chooses this access point is 
fresh from Year 12, at 17 or 18 years of age.  Some candidates enrol as mature-age students via 
other pathways.  Others use an Adult Tertiary Preparation course to secure university entrance.  A 
small percentage of mature-age students also come to the undergraduate teaching pathway from 
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paid or volunteer jobs from sectors outside education and even roles in other-than-teaching in the 
schools’ sector.   
 There is significant impact on traditional candidates’ sense of themselves as individuals and 
professionals (identity formation), in the role of a pre-service teacher working with children as 
learners, that happens when transitioning dual identity roles to the professional conditions of 
supervision experienced at placement. As a first career finder, or even a first-time worker, 
traditional pathway pre-service teachers attend the placement site as a new kind of worker; a 
career-professional-in-the-making, entering a familiar educational setting in a very different role as 
a professional adult that is immediately experienced as a very different kind of workplace (Haigh & 
Ward, 2004; Lampert, 2010; Pendergast, Garvis & Keogh, 2011; Kegan, 2009; Rorrison, 2010; 
Simons et al, 2000; Wilkins, Busher, Kakos, Mohamed & Smith, 2011). Remarkable 
transformations (Kegan,2009) of self-regulated learning and personal control take place as PSTs 
adjust to the working culture of the workplace called “school”.  The impact of transitioning into a 
professional teacher identity, from a different identity as a higher education student, is keenly felt 
as they engage with children as learners.   
 
 
 Not all prospective teachers follow a traditional pathway from secondary school to the ITE 
institution.  Terms in the field, such as non-traditional teachers, second-career teachers, career-
switchers or career-changers (as above), differentiate pre-service teachers in-the-making by the 
strength of their decisions and timing for joining the profession.  Some come into teaching at a later 
point in their working lives (Wilson & Deaney, 2010) with an identity as a competent worker.  
Others come to teaching with professional identities already formed as a successful professional in 
another calling or a para-professional in sectors of employment other than education.  People also 
come from parenting and caring roles in families, yet to settle on the career of their choice, or with 
a qualification (not yet used), in subject areas taught in the school sector.  Prominent researchers 
in this area (Watt & Richardson, 2007, 2008), claim a sizeable proportion of teaching candidates, 
about 30%, are career changers.  This seems an unusual trend given that most developed 
countries measure career success by salary wealth, job title or social status and professional 
prestige (Watt & Richardson, 2008).   
 Career-changing decisions for teaching, as a profession, can be fuelled in new TE 
candidates with strongly held archetypal teacher images (Wilson & Deaney, 2010).  They often 
have the intention that their teaching will provide them either the personal satisfaction of helping 
student-others learn and contribute to society; or that the high-quality of their teaching contributions 
will be a noble contribution to the youth of the country, standing future generations in good stead.  
There are beliefs that teaching will provide the individual opportunities to further their own personal 
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education or facilitate personal development; although, this is often regaled as an impossible 
choice; not only in Australia but also internationally (Howes & Goodman-Delahunty, 2015; Watt & 
Richardson, 2008; Zuzovsky & Donitsa-Schmidt, 2014).   
 The Post-Graduate Diploma of Education was a popular pathway for those with an 
undergraduate degree in Education or a different discipline.  A growing number of graduates 
change career direction to join the teaching profession (ATEA, 2004; Main & Pendergast, 2015; 
Wilson & Deaney, 2010) in preference to continuing their initial or current vocational and workplace 
appointment (Williams, 2010, 2013). They are keen to move from their regular workplaces, leaving 
behind jobs they don’t identify with anymore, to the workplace called “school’.  For reasons of 
various changes in personal circumstances, e.g., raising families, recovery from ill-health, or 
interventions due to natural or man-made disasters; people find themselves at a career-changing 
junction in their working life; and they make the decision to enter a graduate teacher education 
program.  Perhaps the complex demands of the workplace organisation and / or irregular working 
conditions demotivating.  Many come to teaching disillusioned by the interpersonal conflict with 
casual or disinterested staff and so are driven to abandon their job for not only a better career 
choice, but a professional choice of becoming a teacher.  Whatever the reason, they are pursuing 
a sense-of-success at becoming a teacher (Caires & Vieira, 2012; Johnson & Birkeland, 2003).  
 Their presence in teacher education programs is considered neither new nor unusual 
(Chambers, 2010; Powers, 2011; Wilkins, 2013; Williams, 2013) as students of all generations find 
themselves sitting next to each other, keen to be on the way to becoming an early career teacher 
(Caires & Vieira, 2012; Wilson & Deaney, 2010).  Whatever the motivating aspirations, they are 
often seen as an indicator of candidates’ personal values, beliefs and authentic intentions to be of 
value supporting learners and the community (Refer to the comprehensive List 2.4.1).  Williams 
and Forgasz (2009) found that career changers’ motivations are largely intrinsic, in-the-sense that 
they are willing to face challenges of improving themselves; doing the necessary self-development 
which is often evidenced as professional identity formation, through the new professional and 
pedagogical possibilities that working in educating children / youth-as-students can bring (Wilkins, 
Busher, Kakos, Mohamed & Smith, 2011).   
 A feature of the Graduate Diploma pathway was that it brought about a unique condition, 
for these post-graduate students who were effectively first year teacher education students, 
learning teaching at their first year of professional experience placement as a pre-service teacher. 
It was also their only year of professional practice in placement contexts. There is significant 
research (ACER, 2010; Dinham, Ingvarson, & Kleinhenz, 2008; Manuel & Brindley, 2004; 
Pascarella & Terenzini, 2005; Richardson & Watt, 2005; Skilbeck & Connell, 2005) that confirms 
that the first year for any teacher candidate / pre-service teacher is not only professionally and 
personally significant for them but also critically important for their teacher educators. Much of the 
planning, support and professional concern is in understanding what is of most value in either 
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teacher preparation settings; the higher education ITE setting and the placement workplace 
settings (Williams & Forgasz, 2009; Williams, 2010; 2013; Ballantyne, 2004; Hall, 2004; Simons et 
al), and also in the ITE program, that sustains the motivation and new learning for their teacher 
education students as PSTs (ACER, 2012; Gibson, 2012; Wang, 2013). The limitation of 
supervised teaching practice to the duration of the one-year Graduate Diploma Course meant that 
the total professional placement experience for these participants amounted to just a quarter of the 
time of the four-year-long undergraduate pathway/program. C-R, miraculously, the quality of their 
work was such that they achieved the required standard of professional teaching under these 
intense conditions. 
 What motivates people from all corners of communities and workplaces to become post 
graduate, teacher education students, is vital information for universities and / or teacher education 
institutions. Understanding the life experiences that have prepared people to be willing to take on 
learning teaching, positions institutions to support them for retention and success at the 
institutional level (ACER, 2010; Wang, 2013); by innovating and redesigning teacher preparation 
courses.  C-R, so, whatever the personal investments they have made in becoming teacher 
education students in their ITE programs, they are often unsuspectingly overwhelmed and 
simultaneously impressed, when they become pre-service teachers in the placement setting.   
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2.4 Learning the Reformed Work of Teachers in the 21st Century. 
 
Teachers and pre-service teachers around the world work and live in environments of social, 
political and educational reform as an ongoing result of globalisation and the emergence of a 
digitally-enhanced, innovative and dynamic world of work (Darling-Hammond, 2013; Day, 2007; 
Doll, 2012; Prensky, 2005; Sachs, 2003, 2016; Williams, 2010).  The local educational setting in 
Australia is positioned within the global agenda of growing economic competition for a position as a 
leading knowledge economy (Jensen, 2010; OECD, 2010, 2012; Queensland Education Accord, 
2014).  Other leading countries in the developed world, especially in East Asia (Hong Kong, 
Singapore, Korea) compete not only to secure a rating as a knowledge economy, but also to 
maintain that rating position through the quality of their teachers, often referred to as “knowledge 
society professionals” (Hargreaves, 2003).   
 The impact of reforms has been in 2 major spheres of influence.  First is at the national 
education sector level, with implementation of The Standards across the range of educational 
workplaces, which provide professional placement for our pre-service teachers and prepare them 
in accredited initial teacher education institutions.  The second is in the intensification of the work 
and change in working conditions affecting teachers, pre-service teachers and the enterprise of 
teacher education (Jensen, Hunter, Sonnemann, & Cooper, 2014; OECD, 2009) to include 
mandatory work performance appraisals (Fried,2011; Ingvarson et al, 2014; OECD, 2009) of 
experienced teachers in continued employment or on entry into the profession (Queensland 
Education Accord, 2014).  
 As reforms continue to characterise the ITE sector, it is necessary to look at the research 
into the value of teaching as a profession, (professionalisation) and what’s involved in carrying out 
teachers’ work (professionalism).  So, pressure of performativity is continually placed on our 
teachers and pre-service teachers to be world-class, knowledge society professionals (Queensland 
Education Accord, 2014; Jensen, 2010; Pyne, 2014). This pressure manifests itself as the 
emotional labour of teaching and results from working with the many additional complex non-
teaching, non-essential and often invisible duties that make up their professional workload (Jensen 
& Reichl, 2011).   
 
 
 C-R, the two main forces of educational reform, professionalisation (Hargreaves, 2000; 
Mockler, 2005; Sachs, 2016), and professionalism (Furlong, 2008; Kidd, 2013) can be easily 
confused.  Professionalisation describes the social and political endeavours designed to engage 
and enhance the interests of an occupational group for professional recognition (Hoyle, 1982; 
Locke, 2001; Townsend & Bates, 2007).  Professionalism focuses on the performativities of 
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teachers’ work through their engagement with students and significant other stakeholders (Biesta, 
2015; Furlong, Cochran-Smith, & Brennan, 2013; Kidd, 2013). Their distinction is misinterpreted as 
both are processes that overlap with education stakeholders in joint projects of engagement, 
concern and debate about the quality of education that each school student receives, whether it be 
the quality of teachers entering the profession or the quality of teaching performed (AITSL, 2011; 
Le Cornu, 2015; TEMAG, 2015). However, these two forces (phenomena) are significant for their 
impact on the professional lives of teachers and pre-service teachers.  They are evident in the 
introduction of professional requirements of national accreditation for teacher education providers 
(AITSL, 2015).   
 For decades, widespread systemic educational reform conditions of professionalism and 
professionalisation have been implemented in differentiated ways and stages in the UK, Canada, 
the USA, Australia and New Zealand, Spain and Norway and some other European countries (Day 
& Gu, 2010; Mockler & Sachs, 2006; Sachs, 2016).  Dimensions of professionalism are the 
regulated conditions of performativity with national curricula, national testing systems, and 
appraising the quality of teachers, teaching and schools and countries via the academic 
performance of students (Ball, 1994; Ballet & Kelchtermans, 2008; Cattley, 2007; Hall, 2004; 
Leonard, 2012; OECD, 2009, 2011, 2012; Townsend & Bates, 2011; Wilkins & Comber, 2015). 
Themes in the research are:  
(i) Recognition of the significance of teaching as emotional practice,  
(ii) The value of the teaching profession where pedagogical caring is a core value (Hull, 
1979; Korthagen & Verkuyl, 2007), and  
(iii) Intentional practices of connecting self-regulating emotion with self-improvement 
(via feedback) to meet their students’ needs. 
 These themes-as-research-findings identify mandatory high-quality practices to hone as 
teachers’ roles and identities continue to broaden and grow (Day & Lee, 2011; Lamote & Engels, 
2010; Le Cornu, 2015; Pendergast, Garvis, & Keogh, 2011; Zembylas, 2003a, 2003b).  They 
guided my acceptance that to carry out work with the participants, I would need to concentrate 
closely with empathic phenomenological listening when they spoke about their lived-through 
experiences, albeit descriptions of the emotional dimensions of finding-themselves-as-teachers 
(Latham & Faulkner, 2009; Meyer, 2009; Shapiro, 2010). 
2.4.1.1 Teachers as public service professionals 
 Two main features of reform agendas encountered by teachers and PSTs, as public-
service professionals, have been:  
(i) Proliferation of historical debate over the legitimacy of teaching as a profession, in 
tandem with  
 51 
 
(ii) Dynamic processes of professionalism (expertise) disputed over decades of reform 
about the quality or student performance value of the professional work of teachers 
in all career levels (Apple, 1986; Day & Lee, 2011; Locke, 2001; Hall, 2004; Mockler 
& Sachs, 2006; Webb, 2005).   
 C-R, the scope of this inquiry is focussed on the second feature of the reform agendas in 
2.4.1.1 above. With professional standards for teachers at the forefront of the reform emphasis on 
teacher quality, teacher registration requirements and accreditation of teacher education courses 
(Ball, 2010; Cattley, 2007; Sutherland, Howard & Markauskaite, 2010); I sought to understand 
PSTs’ assaying or identification processes used with their pedagogical work, that validated their 
work as being at a professional standard, in the course of transforming their self-feedback and / or 
placement feedback from others.  
 The AITSL Standards (2011) present a developmental continuum across four career stages 
for teachers: Graduate, Proficient, Highly Accomplished and Lead teachers.  C-R, they function like 
a nation-wide yardstick of professional acumen against which PSTs are held accountable to and 
assessed against, and, in turn, assess themselves (AITSL, 2014; Hudson, 2009; Sim, Freiberg, 
White, Allard, Le Cornu & Carter, 2012) before, during and after their professional experience 
placement. The 7 standards across the three domains of teaching professional knowledge, 
professional practice, and professional engagement (AITSL, 2014) are: 
Standard 1. Know students and how they learn 
Standard 2. Know the content and how to teach it 
Standard 3. Plan for and implement effective teaching and learning 
Standard 4. Create and maintain supportive and safe learning environment 
Standard 5. Assess, provide feedback and report on student learning 
Standard 6. Engage in professional learning 
Standard 7. Engage professionally with colleagues, parents/carers and the community 
 C-R, educators working with The Standards, specifically teachers-already-in-service, PSTs, 
school management teams and classroom supervising teachers use them as a framework for 
guidance in staff productivity management prior, during and after the professional experience 
placement (Hudson, 2009; Sim, Freiberg, White, Allard, Le Cornu & Carter, 2012). PSTs are 
required to work closely with The Standards framework to guide their professional pedagogical 
practice and identify its quality as professionals-in-the-making (Johnson, Down, Le Cornu, Hunter, 
2015). The following section provides insights into the meaning that identity formation holds as a 
practice of self and professional development. 
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2.4.1.2 Teacher identity formation, self and professional and professional learning 
 The three areas of professional undertaking in learning teaching: teacher self-work, 
professional identity formation and professional learning, set teachers and pre-service teachers 
apart as a unique kind of professional who engages in pedagogical relationships with students and 
colleagues to support learning for others through their own learning.  The forming and re-forming of 
self-identity and professional identity has become a crucial issue in teacher education reforms and 
educational research for its value in authenticating the quality of teachers’ work as “specialised 
professional practice” (Hordern, 2015, p.3). Widespread economic, societal and professional 
expectations, as documented in the cache of literature following, are held globally for the impact of 
this specialised professional practice of teachers and pre-service teachers for correspondingly 
high-quality performance from their classroom students as a result of their professional practice 
(Cattley, 2007; Coldron & Smith, 1999; Darling-Hammond, 2017; Day, Kington, Stobart, & 
Sammons, 2006; Hudson, 2009; Korthagen, 2004; Sachs, 2001; Schepens, Aelterman, & Vlerick, 
2009; Shapiro, 2010; Zembylas, 2016).   
 C-R, consistent themes embraced in the cache of research literature above are: 
• emphasis on identifying, investigating and understanding aspects of the self; 
• recognition and acceptance of the dynamic nature of identity and the 
• interaction of multiple and intermittent conflicting identity roles;  
• a strong acceptance of individual difference as fundamental to understanding 
 identity; and, 
• an appreciation and acknowledgement of the relative uniqueness  (authenticity) of 
these aspects of identity. 
 These themes (above) identify the significant role individual (personal) identity carries and 
how it is transitioned from placement feedback experiences into innovative practices of “forming” 
and “transforming” by pre-service teachers for a new sense-of-themselves as teachers (Cattley, 
2007 Coldron & Smith, 1999; Edwards, 2010; Hudson, 2009; Kegan, 2009; Zembylas, 2016). It is 
impossible to discuss these innovative practices without mentioning the role of reflection as 
employed by PSTs as they reconsider their existing professional pedagogical practice as a 
teacher. However, we need to keep in mind the object of their reflective processes is their 
placement feedback. 
 C-R, as established earlier in this section, there are multiple ways and contexts in which 
pre-service teachers discover, manage and actualise their identity as teachers.  Common to all 
their efforts, is their commitment to improving the quality of their work and innovating their teaching 
practice to do so.  Many of these ways and contexts have already been investigated in the 
literature (Beauchamp & Thomas, 2009; Bullough, 1997; Bullough & Gitlin, 2013; Cattley, 2007; 
Lamote & Engels, 2010; Lampert, 2010).  The general trend in the literature has been to focus on 
either the complexity of self-reflection, the critical role reflection plays in the development of a 
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professional identity and the problems of sustaining systematic reflection for PSTs as it shapes 
their professional practices for a sense-of-themselves as teachers (Gale & Jackson, 1997; Hatton 
& Smith, 1995; Moore, 2004; Ovens & Tinning, 2009; Sutherland, Howard, Markauskaite, 2009). 
Other research has sidelined reflection to focus on many different types of professional identity for 
teachers with an emphasis on theoretical positioning to define the notion of professional identity 
(Beijer, Meijer & Verloop, 2003; Coldron & Smith, 1999).   
 Learning the professional practice of teaching requires negotiating personal experience 
with the reality of “being-torn-between-two-loyalties”, the duty to self (self-protection) and the duty 
to build a sense of self as a teacher (a duality of identities). PSTs also perform the two intertwined 
professional roles evident in “being” a PST and “becoming” a graduate standard teacher in the 
context that is professional experience placement (Hudson, 2009; TEMAG, 2015; van Manen, 
2007). In my research, PSTs became the centre of the inquiry for the ways in which they formed 
their sense-of-success-as-a-teacher when assaying their feedback and when they re-invested it in 
improving themselves to achieve professional success.  As the two processes of learning and 
teaching are integrated, PSTs form them into a unique complex and personal repository of 
professional practice data made up of interpersonal and professional skills and abilities; indicating 
dimensions of conscious identity formation for self-improvement (Haigh & Ward, 2004; Kwan & 
Lopez-Real, 2009; Lampert, 2010; Webb, 2005).   
 Pre-service teachers experience, navigate, negotiate, and contribute to a kaleidoscope of 
professional learning and teaching situations that are often problematized in the placement (Ellis, 
Edwards & Smagorinsky, 2010; Haigh & Ward, 2004; Lampert, 2010). The benefits of these 
intense energies of learning teaching require personal and professional growth, regularly 
accompanied with the demands and tensions of surrendering their creative goals with teaching to 
establish a sense of themselves as teachers within the professional limitations of placement 
supervision relationships.  
 C-R, it is important to consider 2 main connection points between “being” and “becoming” 
and notions of the “self” associated with professional identity formation and important for this 
inquiry.  The first point accepts that the self recognizes itself as part of the process of being the 
subject who is undertaking the ‘becoming’ process and is being transformed during the 
professional learning (Allender, 2001; Butler & Connolly, 2000; Caires & Vieira, 2012; Kegan, 
2009; Zembylas, 2003).  This idea clarifies that pre-service teachers negotiate their competing 
identities for their professional growth as-a-teacher and demonstrates that they acknowledge their 
‘self’ before committing to ‘becoming’ a teacher. The second point acknowledges that once the 
person enters the process of ‘becoming’ a teacher, they create a sense of their “self” as a teacher, 
which they enact as their identity as a professional teacher (Pendergast, Garvis, & Keogh, 2011; 
Shapiro, 2010; Zembylas, 2003a, 2003b).  
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 Common features of the phenomenon of professional identity formation found in the 
literature of the field are found below:  
• commitment to the teaching profession,  
• orientation to the teaching task (pedagogical intention),  
• the degree of general self-confidence as a teacher, and  
• the strength of professional relationships.  
 These features were used as indicators during the analysis phase to code the evidence of 
professional identification in participants’ professional practice.  Also, clarification was sought from 
the participants for elements of placement feedback which they valued for benefits that perpetually 
performed the re-configuring of their professional identity as a teacher (Day, 1999; Latham & 
Faulkner, 2009; Ovens & Tinning, 2009; Pendergast, Garvis, & Keogh, 2011; Sutherland, Howard, 
& Markauskaite, 2006; Webb, 2005). 
 In the next section on the work of professional identity, C-R, the discussion will deal with 
the importance for pre-service teachers to identify themselves with their teaching work as 
evidenced in the literature. 
 
 
 It is rarely the case that learning and forming a new identity either as a teacher, or as a 
professional, is without challenges on one hand, and triumphs on the other, for PSTs and those 
who support them through this stage of their career, know this only too well (Beauchamp & 
Thomas, 2009; Chappell, Rhodes, Solomon, Tennant & Yates, 2003; Darling-Hammond & Baratz-
Snowden, 2005; Rorrison, 2007; Rossiter, 2007). Understanding identity growth and taking 
responsibility for your own learning trajectory to be recognised as a professional, is an important 
dimension to becoming a teacher in these reformed global conditions of the 21st century (Alsup, 
2006; Beauchamp & Thomas, 2009; Bullough & Gitlin, 2013; Caires & Vieira, 2012; Coldron & 
Smith, 1999; Korthagen 2004; Lamote & Engels, 2010; Sammons, Day, Kington, Gu, Stobart, & 
Smees, 2007; Sutherland, Howard & Markauskaite, 2010).  The notion that identity is an important 
self-project for PSTs is linked to the work of these scholars (above) who share the claims, on a 
theoretical level, that education is ultimately concerned with deliberate practices of self-formation 
and that it is a site of human endeavour which promotes life-long learning for personal 
improvement and contribution as a citizen to the community (Darling-Hammond & Baratz-
Snowden, 2005; Chappell et al 2003; Illeris, 2010a; Rossiter, 2007). 
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Learning teaching on-the-job at the placement, involves PSTs performing and experiencing 
the identity-work of teachers to be recognised as one. This is while stakeholders continue debates 
about the positioning of practice as shared by White and Forgasz (above), framed in theoretical, 
pedagogical, procedural and reformed policy terms. Experiencing the placement as an educational 
workplace like no other, transitioning into practicing-the-role-of-a-teacher from the higher (teacher) 
education setting to the educational workplace, is akin to moving to a whole new life-world of 
experience: the full range of lived human experiences of “becoming” a professional (Caires & 
Vieira, 2012; Scanlon, 2011, p.2), albeit a specialist pedagogical professional (McKeon & Harrison, 
2010). “Becoming” is a term that portrays the tentative process of transitioning into the new identity 
role that is not yet complete. It implies a still-working-on-it commitment from the pre-service 
teacher with enduring professional and workplace responsibilities yet to be fulfilled and much to be 
learned about working with children as co-learners and teaching and non-teaching others to 
support these children in their learning. 
 
 
 Being a pre-service teacher means juggling at least two competing identity roles of “being” 
a pre-service teacher and “becoming” a classroom-wise teacher (TEMAG, 2015) simultaneously, 
and that is the paradox at play. Professional identity formation is the requirement to undertake 
dynamic, innovative, and iterative practices of forming a newer identity as a pre-service teacher 
(Nyström, 2009), while maintaining the pre-requisite identity of a professional learner within 
conditions of professional supervision and in the role of a teacher education student. The pre-
service teacher identity must also be suspended from time-to-time to perform pedagogical practice 
as a professional teacher, albeit an accomplished educational professional of world-class standard 
(AITSL,2012).  It is an uncertain time for becoming education professionals in the twenty-first 
century, a time dominated by the new globalization, public sector managerialist organisations, in 
diverse and publicly accountable workplace settings: a “panorama of the ever-changing nature of 
the professional world” (Scanlon, 2011, p.2). 
 C-R, in the wealth of research involving professional experience placement, there is 
extensive evidence that it continues to be an invaluable, challenging and high stakes site of 
personal, professional and social learning and growth for pre-service teachers (Alsup, 2006; 
Cattley, 2007; Haigh & Ward, 2004; Korthagen & Vasalos, 2010; Lampert, 2010; Rorrison, 2010). 
While the practicum remains highly valued, it is also highly scrutinised and contested, with 
different stakeholders weighing in to debates about the place of practice in philosophical, 
pedagogical, procedural, and policy terms. 
      White & Forgasz (2016, p.231) 
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Unique to these professional learning opportunities are the limitless ways to participate in an 
educational workplace as a pedagogical-professional-in-the-making and to see their personal 
investment in their own professional induction, yield results of their impact in a relatively short 
space of time. The quality of professional learning opportunities can range from simple to complex 
in nature, and commensurate with the personal comfort-zone investment in the unlimited 
possibilities for and with their overall growth to become a professional teacher (Haigh & Ward; 
2004; van Manen, 2008).  
 A summary of some of these simple and complex opportunities, includes pre-service 
teachers finding themselves working in a range of dynamic learning spaces and interactions with 
and for students, teachers and non-teachers, to achieve a positive impact on the learning of all 
stakeholders. Opportunities could be as complex as participation and collaboration with a range of 
interested others within the wider placement setting to work on a joint student-parent-community 
project, like a working bee in the playground. It could be as simple (routine) as diving head-long 
into working with different year-level classroom teachers as mentors and helping para-professional 
workers, such as teacher aides, volunteer-readers, adopt-a-cop personnel and adopt-a-grandma 
volunteers working with children for the first time (Haigh & Ward, 2004; Kwan & Lopez-Real, 2009).  
Central to these activities is the quality of professional learning and practice that is developing all 
the while still reflecting on this newly expanding identity as a teacher (Korthagen, 2004; Korthagen 
& Verloop, 2005).  
 
 
 An important part of understanding pre-service teachers’ professional growth at the 
placement, lies in acknowledging just how much that growth is contingent upon their capacity to 
transform their personal growth into easily recognisable dimensions of a professional identity as a 
teacher (Cattley, 2007; Joseph & Heading, 2010). Professional identity formation is directly 
impacted by personal identification practices and personal values play a significant role in both as 
dimensions that matter to be successful in the identity work of teaching (Lanas & Kelchtermans, 
2015; Rorrison, 2006). 
 C-R, it is experienced by pre-service teachers as lived-through moments and tensions; 
building resilience capacity (Le Cornu, 2009) while managing the often-conflicting duality of the 
competing identity roles of being a student of teaching and a pre-service teacher, becoming a 
teacher. Elements of these phenomena are often experienced as heightened because of the 
unique circumstances of the professional placement in which pre-service teachers experience 
countless challenges to their newly forming identity-roles. There is the role of being adult learners 
of teaching, managing feedback as higher education adult learners, and intent upon learning 
teachers’ work (Lampert, 2010); simultaneously in the teaching role, sharing what they have 
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learned to impact others’ learning as if they, themselves are already teachers.  In layman’s terms, 
they are required to be multiple versions of themselves at once, and often feel overwhelmed and 
vulnerable carrying out professional work in any identity role. 
 In placement settings, akin to a classic “apprenticeship of observation” (Lortie, 1975) 
scenario, pre-service teachers encounter many windows of opportunities to identify with elements 
of the professional work and teaching lives they witness and assay for its contributions to their 
growth as a professional teacher.  Often, what is important to them, is what they can envision of 
themselves as being successful in teaching, given their personal backgrounds (Tickle, 2000) and 
motivations to teach certain subject areas (Watters & Ginns, 2000). Developing a repertoire of 
successful professional practices can destabilise pre-service teachers’ confidence and the quality 
of their work suffers if they experience an internal struggle or “duality of demand” (Kelchtermans, 
2005). This duality of demand is so named as the professional and personal demands compete for 
time, physical and emotional energies of each pre-service teacher (Kelchtermans, 2005) as they 
negotiate the two, often-competing roles of learning the skills and nuances of teaching in the role of 
the novice while also performing the duties of teaching as if already teaching like a consummate 
professional (Beijaard et al, 2004; Korthagen, 2004).   
 Pre-service teachers also learn-their-way-around professional communication in an action-
packed educational workplace, not only communicating with members of many generations daily, 
but also, working with them as fellow professionals, professional learners and fellow members of 
society. The enormity of the relational requirements of working side-by-side with professional and 
non-professional others takes some getting used to, but it is a necessary high-quality cache of 
skills, that must be mastered to access the professional, system and societal levels of proficiency 
that will induct them into the profession (Le Cornu, 2009, 2015; Sachs, 2007; Sleegers & 
Kelchtermans, 1999).  They perform the work-of-a-professional through their feedback-fuelled 
practices over the entire placement site, as well as individual classroom settings.  Pre-service 
teachers can see first-hand that the quality of their work informs their identification as part of the 
collective of professional teachers carrying out their pedagogical work in that community 
(Ballantyne, 2004; Haigh & Ward, 2004; Hall, 2004; Lampert, 2010, Rorrison, 2010).  Only the 
professional experience placement, can provide them opportunities in complex educational sites 
and unique pedagogical and mentoring relationships (Orland-Barak, 2014) with professional others 
while using these opportunities for their own personal and professional growth.  
 
 
 Achieving professional success as a teacher is also contingent upon accepting two main 
assumptions that guide the personal and the professional transformations necessary for becoming 
one.  The first assumption is commitment to self-improvement as advised in feedback by significant 
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professional others, and this may not be the case if further self-development conflicts with the 
individual’s original incentives to become a teacher.  Some are motivated to teach under the 
apprehension that they have a gift of being “born a natural teacher” (Schepens, Aelterman & 
Vlerick, 2009), and that they have very little to learn or change about their perceived existing 
abilities. Other pre-service teachers believe that their life-experience in other roles with children, 
already qualify them to start teaching in one movement. They are often resistant to taking 
professional direction in the supervision relationship to meet the pedagogical needs of the 
students-in-front-of-them as advised by their classroom supervising teacher; convinced they have 
nothing of theory or practice to learn that would change their own sense-of-success at teaching. 
Teaching, like Nursing, Medicine, Policing, Psychology and Law are professions that people are 
compelled to join, as they feel a sense-of-civic-duty, or a “calling” (Palmer, 2003), to be of service 
to the current and future generations of children as learners. 
 The second assumption is that pre-service teachers will willingly act on their feedback to 
change their teaching practice for recognised improvement under the guidance of their classroom 
supervising teacher. It may not be the case that teacher education students arrive at the placement 
ready to take on the role of pre-service teachers compliant with self-improvement or practice-
improvement directives from professional others to develop themselves as a successful teacher. It 
is also assumed that, in collaboration with their classroom supervising teachers, they will actively 
use core reflection (Korthagen, 2004) to improve their professional recognition by changing their 
teaching practice after feedback exchanges provided them with the necessary guidance to do so 
(Haigh & Ward, 2004; Keogh, Dole & Hudson, 2006; Martinez, 1998; Beijaard et al, 2006).   
 At many stages pre-service teachers make judgement of the quality of their professional 
work using the regulated placement requirements, alongside feedback from their classroom 
supervising teacher, for the same professional result (Haig & Ell, 2014). Pre-arranged post-
teaching debriefing sessions can contain routine teaching and administration duties and a random 
mix of written, spoken and non-verbal feedback formats that embedded in the professional learning 
process (Hudson, 2009; Smith, 2007).  
 The face-to-face feedback exchanges in these settings often contain professional 
judgements and/or appraisal of the quality or success of their teaching and discussion of 
assessment reports (formative and/or summative), significant for PSTs’ professional progress 
(Haigh & Ell, 2014; Shute, 2008; Tummons, 2007; White, 2007).  Post-teaching debriefings are not 
solely experienced as a context for sharing all assessment feedback on their teaching practices.  
These briefings can have can also contain feedback where the PST and CST follow up on 
pedagogical guidance that has been fed-through (Hounsell, 2008) and collaborate with further 
planning, perpetuating the feedback-practice loop.  These meaning-making activities and reflective 
practices can also be regarded as professional identity-forming opportunities (Beijaard, 1995; 
Beijaard et al, 2006; Cattley, 2007; Sachs, 1999; Webb, 2005).    
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 Learning about these pre-service teachers’ use of these activities to attribute value for their 
professional identity from their feedback reflections forms the focus of this research inquiry.  
 C-R, in 2.6 Question Section 3, following, I address the research question (RQ3), below, 
that uses the term professional feedback intentionally. This is to find out about the self-appraisal 
practices of pre-service teachers who must have formed professional judgements of the standard 
of their work from their placement feedback. 
2.5 Question Section 3 
 
 The connection between the selected questions from the field in Data Box, 2-4 (below) and 
Research Question 3 is that the type and quality of feedback that pre-service teachers receive 
matters. C-R, it matters for the support it provides to quality-proof their fed-forward growth in 
professional practice, and their overall sense of themselves as successful teachers.  
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Question Section 3 Insights Data Box RQ3: - What professional feedback exchanges were 
most valuable for themselves (pre-service teachers) as teachers? 
Literature focus Author/Source & Questions  Main Finding (MF) 
What feedback 
contexts are there that 
make the difference for 
PSTs’ professional 
identity 
 
 
 
 
 
 
 
 
Contexts of learning to 
establish practice for 
PSTs 
 
Sempowicz & Hudson, (2012, p. 
52) 
 
Q.1 What mentoring feedback 
assisted your development as a 
teacher during this field studies 
period? 
 
MF: - “Mentors expectations 
for teaching, modelled 
reflective practices to their 
PST mentees, and facilitated 
time and opportunities for 
advancing teaching practices 
and their pedagogical 
development. Mentors’ 
personal attributes influenced 
the mentoring relationship 
and the mentees’ abilities to 
critically reflect on their 
practices”. 
Lampert, (2009) 
 
Questions around the notion of 
feedback in ITE focus on 
different understandings of what 
constitutes practice. 
 
Q.1 What is it that must be 
learned when one is learning 
teaching? 
Q.2 Using rehearsal as a 
pedagogy in teacher education 
raises the questions of what kind 
of feedback is useful to the 
novice who is rehearsing, and 
who is best qualified to give it? 
MF: ... work on the problems 
involved in establishing and 
maintaining intellectual and 
social relationships with 
students and content ... The 
kind of feedback is feedback 
on the performance with a 
comment from a 
knowledgeable other who 
could comment on aspects of 
the performance that would 
need to be improved. 
What factors shape a 
strong / positive 
placement professional 
identity? 
Cattley, (2007, p.340) 
 
Q 1. What might shape a robust 
teacher identity? 
 
Q 2. What might be some 
indicators of a professional 
identity? 
MF1: - ... analysis, 
evaluation, conceptualising 
and Creating a personal 
philosophy of teaching 
MF2: The complexity of the 
teaching role: time-
management, teamwork, 
student engagement on task, 
managing values’ 
differentials of parent and 
teachers and balancing the 
workload of the teacher role 
with a personal lifestyle. 
Self-identity growth for 
teachers and PSTs 
Bullough, (2005, p.238) 
 
Q.1 Why are questions of 
identity and selfhood of such 
consequence to teachers and to 
teacher educators? 
MF: - Questions of identity 
profoundly impact the kind 
and quality of professional 
communities that we form as 
well as the programs we 
develop. 
Data Box 2-5 Question Section 3 
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 C-R, I emphasized (in bold) the term learning teaching in Lampert’s work, following, to 
reinstate my original premise, established in Chapter 1, that learning teaching is a very different 
proposition than what is meant by the term learning to teach.   
 
 This focus on learning teaching, as described by Lampert (above) helped me to understand 
the perpetual dimensions of learning and teaching as both inseparable from each other and that it 
is a developmental process never complete for teachers of any career stage.  The notion of an 
imagined “ideal situation” of preparing for teaching, also reiterates the ongoing performative nature 
of learning and teaching as a symbiotic relationship of sorts.  It also makes explicit, the relationship 
between learning and intentional practice as a critical part of this learning teaching process or 
ongoing state of “becoming” a teacher and learning to perform teaching as if professional (Caires, 
Almeida & Vieira, 2012; Field & Latta, 2001; Johnsson & Hager, 2008; Scanlon, 2011; van Huizen, 
2000) for PSTs. For pre-service teachers, the ways in which they respond to the demands of the 
cognitive and emotive processes of learning and teaching are crucial for their professional growth 
(Cattley, 2007; van Huizen, 2000) and are often referred to as their adaptive capacity (Martin & 
Thompson, 2018).  
 
 
 Professional scrutiny and assessment expectations are closely monitored and a very high 
level of performing the professional work of teachers is held for these groups (PSTs) in placement 
contexts.  When the two, highly vulnerable human processes of learning and teaching for pre-
service teachers are not just experienced as being managed, or responded to, but also 
experienced as confidently lived-through as high-quality professional practice experiences; they 
form an intricate, complex network of skills and abilities.  This network indicates dimensions of 
conscious and intentional pedagogical actions of forming a professional teacher identity 
(Grossman et al, 2009; Haigh & Ward, 2004; Illeris, 2017; Kolb & Kolb, 2012, 2014; Korthagen, 
2010b; Kwan & Lopez-Real, 2009; Rorrison, 2011; Tikkanen & Billet, 2014).   
 Whatever dimensions of learning and teaching theories from their ITE programs coalesce 
while on placement, they all vie for pre-service teachers’ attentions during their struggles to make 
sense of the deeper professional learning enacted as an emerging cache that is professional 
practice.  The dominant theories accepted as relevant in the field of teacher education are 
In an ideal situation, preparation for teaching would be organised to enable long-term 
deliberate practice with feedback from a supervising practitioner which would equate to 
learning teaching. A more explicit description of dimensions of learning teaching from 
experience would include ample time for repeated experiences in which the pre-service 
teacher could attend to the critical aspects of the teaching context and incrementally improve 
their performance in response to feedback of their teaching practice.  
        Lampert (2010, p.9) 
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Constructivism, Experiential Learning Theory and Social Learning theory. Clarification of the 
relevant dimensions of these theories is provided in the following sections. 
 
2.6 Clarification of Relevant Dimensions in Learning and Teaching Theories: Feedback, 
Placement Feedback and Professional Identity Formation in ITE 
 
 
 Just as Rodgers and Scott (above) clarify a link between understandings of the teacher 
self and the notion of multiple identities authored in contexts of relationship and culture; so it is 
that the development of identities enacted in professional pedagogical roles is seen to be most 
significant, in contexts where teachers and their pre-service teacher counterparts, take their cues 
of professional progress by seeking approval and feedback from their surroundings (Copland,2010, 
2011; Hudson, 2014; Sempowicz & Hudson, 2012).  These surroundings and marked as bold 
“surround” (above) are subject to “the possibility of being filled with diverse people, things, and 
events in different relationships” (Clandinin & Connolly, 1995, p.4/5) and seen as encompassing an 
intellectual, emotional and moral landscape within teachers’ professional knowledge landscapes 
(Clandinin & Connelly, 1995; Hargreaves, 2001; Huber & Whelan, 1999) encountered by PSTs.  
 More recent research has extended professional understandings in the field of self and 
identity, specifically self and professional growth enacted in the identity work of becoming a 
teacher (professional identity) while learning teaching in educational workplaces (Alsup, 2006; 
Amosa, Ladwig, Griffiths, & Gore, 2007; Anspal, 2012; Cattley, 2004, 2007; Le Cornu, 2015). This 
is also confirmed by theorists such as Westman, et al (2013), who describe teachers’ work as 
moulded and constrained by organisational constrictions and the sensitivities of individual 
autonomy juxta positioned professional growth at placements; and Taylor and Cranton (2012), who 
attribute “identity work” alongside Mockler (2011), Stenberg (2010) and Wrench (2012), inclusive of 
discerning professional judgements about approaches to curriculum design, pedagogy and 
assessment.  Professional judgements, all of which are contingent upon the quality of professional 
learning conversations and feedback loops in professional processes of assessment and guidance 
in supervision (Earl & Timplerley, 2009; Le Cornu, 2015), which varies from context to person to 
task; a critical adjustment and capacity for skill acquisition that identifies PSTs’ professional 
practice development.  
The teacher self at this developmental stage is subject to the demands of her surround; as 
such, the notion of multiple identities, maybe be a developmental notion. The self is 
authored by the context of relationship. Teachers at this developmental stage are likely to 
enact the teacher role that is described by the culture generally, or the most significant 
context of which the teachers are a part... they take their cues from the cultural surround and 
seek approval and feedback from their surround as a measure of how well they are doing.  
      Rodgers & Scott (2008 p. 741) 
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 Earl and Timperley (2009), below, cite feedback (as bolded) with its inherent looping 
characteristic as a dynamic system that enhances engagement with learning information and 
knowledge (as understanding) of developing a capacity with inquiry.  
 
 
 
 Earlier parts of the thesis, C-R, like the Preface, and Chapter 1 provide evidence that 
feedback is encountered as part-and-parcel of the learning teaching landscape, in initial teacher 
education spaces: real and virtual, formal and informal, written, spoken, gestured and enacted.  
Feedback is a frequently-used term in discussions of the workload of classroom supervising 
teachers and their pre-service teacher counterparts during professional experience placement 
(Cattley, 2004; Hudson, 2014; Lampert, 2009; Leonard, 2012; Orland-Barak, 2014; Sempowicz & 
Hudson, 2011(a), 2011, (b); 2012; White, 2007). Yet, C-R, it escapes consensus of meaning in 
these contexts of mentoring, professional learning and supervision.   
 The constant “dynamics” of feedback in professional placement settings, are the part-and-
parcel variable experiences of transitioning into new identity roles in “whole life situations”, that 
touch the personal, private and professional spheres of identity formation (Nyström, 2009).  The 
essence of feedback as a holistic dynamic is that it disguises itself according to the multiple 
purposes, “effects and types” it assumes on “a continuum” (Hattie & Timperley, 2007, p. 82; Price, 
Handley, Millar & O’Donovan, 2010), of human interaction, learning, assessment and interpersonal 
communication in the day-to-day social, professional and working life experiences.  The evidence 
of this phenomenological dynamic that identifies feedback is held in the data-of-the-literatures of 
initial teacher education (Hattie & Timperley, 2007; Hounsell, 2011; Hudson, Sempowicz & 
Hudson, 2011a, 2011b, 2012), higher education (Price et al, 2010), teacher professional 
development, and professional placement in other disciplines of professional preparation.   
 However, there are minimal professional-conversations-in-the-literature that differentiate 
feedback in the professional placement setting for PSTs.  What was vital for this study was a 
“working definition” of feedback as it is experienced in the first person by pre-service teachers in 
the professional knowledge landscape of the placement.  Feedback for teacher education students 
in the higher education setting is differentiated greatly by credentialing bodies such as the initial 
teacher education institutions while the same students are in professional roles as pre-service 
teachers.  What is vastly different is that pre-service teachers strive for a-sense-of-themselves-as-
We link inquiry to habit of mind to emphasize that this is a way of thinking that is a dynamic 
system of feedback loops that moves towards clearer directions and decisions and draws 
on, or seeks out, information as the participants become closer to understanding some 
phenomenon. 
       Earl & Timperley (2009, p.5) 
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graduate-teachers in the formal and informal contexts in the professional-placement-as-an-
assessment-experience (Sim, 2015).    
 An adapted version of Latham and Faulkner’s 2009 definition (below) of feedback in higher 
education settings with teacher education students, guided data analysis. A tentative definition of 
feedback for teacher education contexts: 
 
 Armed with this higher education centred version of feedback, I checked the literature to 
find further evidence to develop a definition of feedback that recognised and enabled the research-
conversations-as-data with participants, in Stage One analysis and beyond.  As established earlier 
in the chapter, there are distinctive dimensions to feedback that identify it as a vital, pervasive, and 
dynamic communicative, learning and assessment tool in the professional knowledge landscape 
(Clandinin & Connelly, 1995) from the “in-classroom place” to the “out-of-classroom” places (Huber 
& Whelan, 1999, p.385) in the placement landscape.  Ironically, as much as it is widely recognised 
as crucial to the pedagogical processes of learning and assessment for teachers in all career 
stages (Boud & Molloy, 2013, Boud, 2015; Cattley, 2004; Hattie & Timperley, 2007; Hounsell et al 
2008; 2012; Hudson, 2014; Rorrison, 2006) and students alike (Black & Wiliam, 2006, 2009; 
Hattie, 2011; Hounsell, 2003; Mulliner & Tucker, 2015, 2017); feedback often remains a hidden-in-
plan-sight phenomenon in the day-to-day experiences of the professional placement that makes 
working with it (Price, Handley & Millar, 2011) cognitively and emotionally complex.   
 The challenge of this complexity for PSTs lies not only in identifying, experiencing, and 
differentiating feedback in a feedback receptor and feed-forward performer role (Lampert, 2010); 
but also, in the pedagogical role as a professional feedback generator or provider for students in 
their care (Thomas & Sondergeld, 2015).  Price, Handley and Millar, make the connection between 
high-quality teaching practice, “pedagogical literacy” (2011, p.282), identity-work, engaging with 
feedback and the difficulties of measuring its effectiveness; as challenges encountered by PSTs 
immersed in identification processes in learning teaching and the profession itself.  C-R, in this 
inquiry, when the term ‘placement feedback’ is used, it includes:     
• interpretations of interpersonal and intra-personal exchanges (Timperley, 2015),  
• written marks, “evidence-based summative reports” (Le Cornu, 2015, p.14) of 
assessment, 
• spoken remarks in professional conversations (Leonard, 2012, Tillema & Orland-
Barak, 2006) and classroom and placement dialogue, gestures, facial expressions, 
actions, omissions; spoken. 
Feedback can be a powerful tool for learning, but it can also be a powerful weapon for 
impeding learning... Every mark or remark, every gesture, facial expression, every act and 
every omission that occurs in and beyond the learning spaces is a form of feedback. 
       (Latham & Faulkner, 2009, p.2) 
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2.6.2.1 Learning and assessment in loops of dialogue 
Feedback’s role in the ITE setting, is accepted from a socio-constructivist position 
on the nature of knowledge formation (Bereiter, 2002) in learning theory. It represents “learning as 
a process developing through loops of dialogue where feedback is a process taking part within a 
learning context” (Price et al., 2010, p. 280).  Away from higher education settings and in the 
educational workplaces of the professional placement, feedback features prominently in the 
professional learning undertaken by PSTs, and mainly in “loops of dialogue” (ibid.).  The complex 
dynamic of feedback infiltrates their preparations for learning in educational workplaces; for 
working with children as learners, and professional others; and culminates in “the double duty” 
(Carless, 2015) that it does in the facilitation and assessment of pre-service teachers’ professional 
growth in placement contexts, real and virtual. The other connection concerning socio-
constructivist learning theory (above), is the link between professional conversations, loops of 
dialogue, loops of feedback, and the triple-duty that feedback does featuring in processes of 
communication, learning and assessment in teacher education.  These links and processes are 
focused on supporting the learner to contribute to their own understanding and knowledge 
acquisition to improve (Beck & Bosnik, 2012) , whether in student roles in higher education and 
teacher education, or mentoring arrangements as a pre-service teacher (Danielson, 2010; Orland-
Barak, 2006).   
 
 Danielson, 2016 (above), validates professional conversations in mentoring settings with 
teachers and PSTs as powerful learning tools. This is parallel to the stance taken by Price, 
Handley and Millar (2011), in which dialogue “turn-taking” and loops of feedback are activities of 
pedagogical knowledge sharing and professional knowledge construction (Orland-Barak, 2006, p. 
13). Quality professional conversations of placement are not only the formal meetings, pre and 
post teaching sessions; but also, those masquerading as interpersonal talks, incidental and 
otherwise, that classroom supervising teachers and their PST charges share (Danielson, 2016; 
McAlpine,1992; Tillema & Orland-Barak, 2006; Rust, 1999).  C-R, it is a distillation of the work of 
Danielson (2016) and Orland-Barak (2014) that provides easy access to what it might be like for 
these pre-service teacher participants and new teachers alike. Both provide a two-fold structure to 
recognize professional conversations and dialogue that feature feedback and support professional 
learning.  
One of the most powerful mechanisms for the improvement of teaching is professional 
conversation and the skills to talk about teaching.  
       Danielson (2016, Preface) 
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 First, Danielson groups the following as ways stakeholder conversations explore placement 
teaching: (a) informal professional conversations, (b) coaching conversations and (c) formal 
reflective conversations. Second, Lily Orland-Barak (2007) validates three forms of reciprocal 
dialogue as part of professional conversations in experiences of mentoring, that are about 
knowledge-sharing, learning the teaching process and developing pedagogical practices for PSTs: 
• convergent dialogue (evidence of a co-creative relationship integrated with 
professional judgement about supporting learners with quality pedagogical 
preparation); 
 
• divergent dialogue (redirected personal/private reactions in complicated 
professional pedagogical discussions); and 
 
• parallel dialogue (the internal conversation that resonates with others’ feedback). 
  
 C-R, together these insights provide an informed framework to approach data analysis with 
placement feedback that will reflect the dynamic complexity of learning teaching in the 21st century. 
It will also inform re-consideration of the positioning of the placement supervision dyad as an 
irreplaceable crucible of professional development. 
2.6.2.2 Positioning feedback in learning theory 
 From literature of professional conversations (above), fundamental to the placement 
experience; feedback’s first role is in communicating and co-ordinating learning and assessment.  
C-R, it is positioned in a cyclic pattern of improvement loops in many contemporary learning 
theories (Argyris, 1999; Askew & Lodge, 2000; Black & Wiliam, 2009; Hattie & Timperley, 2007; 
Illeris, 2009; Korthagen, 2010; Mezirow, 1978, 2009; Moon, 2013; Price, Handley, Millar & 
O’Donovan, 2010).  Previous theory developments of the late 20th Century portrayed learning 
occurred by every-day-immersion in lived human activities or ‘concrete experience’ (Kolb, 1984). 
The most widely adopted theory in higher education and ITE has been, Experiential Learning 
Theory, (Kolb, 1984; Kolb & Kolb, 2005). Kolb’s original (1984) experiential learning theory is 
represented, (below), in Figure 2-1 A Simplistic Representation of Kolb’s Learning Cycle (1984). 
Noticeably, feedback was missing or hidden in the cycle.  Later work of Kolb and others explicitly 
acknowledges feedback as a crucial part of the experiential cycle in learning (Kolb, Boyatzis & 
Mainemelis, 2001; Moon, 2013; Kolb & Kolb, 2012).  
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Figure 2-1 A Simplistic Representation of Kolb’s Learning Cycle (1984) 
  
 Developmental models (versions) beyond Kolb’s original are extensively used in various 
higher education settings, and commonly accepted as an authentic depiction of what takes place 
for those experiencing learning as adult students in higher education settings. With these 
developments in mind, I adapted his original model to include placement feedback as if embedded 
within the fundamental processes of experiential learning, to inform my preparation for data 
analysis. Three significant aspects of higher education, namely, learning, feedback, and 
assessment, are known in the field as a dynamic phenomenon called a triumvirate (Hounsell et al, 
2008), that is experienced not in their separate stages, but more accurately as entwined 
dimensions.  
 Pivotal in the learning and learning teaching process is the continual ‘self and other’ 
reflection, as depicted in Data Box 2-5 (below) and as emphasized by the original work of Kolb 
(1984) and Sutherland, Howard & Markauskaite (2010).  It shows an adapted and extended 
interpretation of Kolb’s original model of experiential learning that positions lived experience as 
evidence of new professional learning and practice development.  It also depicts the growing 
recognition that feedback plays as impetus for the learning process and positions placement 
feedback in relation to reflection for improvement, as part of the self-assessment process, and 
knowledge-making embedded in learning processes of the placement. 
Concrete 
experience 
(engage)
Notice and observe 
(reflect )
Understand 
(conclude)
Test conclusions 
(apply)
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Data Box 2-6 Adaptation of Lived Experiential Learning as a Professional at Placement 
 
 C-R, the constitutive nature of feedback is both valuable and limiting to human 
communication and learning and assessment, as it is encountered in a circuitous rotation of loops. 
This succession of learning loops containing feedback is commonly referred to in the professional 
learning literature of higher education as the self-perpetuating process of “feed-forward” (Hounsell 
& McClune, 2006 p. 13). If imagined for this research, the potential of placement feedback is to 
continually feed-forward for professional improvement.  
 C-R, the following Data Box 2-7, below, represents the guidance and feedback loop 
process developed by Hounsell and McClune (2006). This is a simplistic interpretation, meant to 
portray stages in the guidance and feedback looping process of professional learning in higher 
education that these participants would recognise in their teacher education course. 
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Data Box 2-7 Hounsell & McCune Guidance and Feedback Loop  
  
 Below, in Data Box 2-8 The Cycle of Professional Placement Learning Feedback Loops, 
the professional placement learning cycle with feedback loops is based on the previous data box of 
the guidance and feedback from higher education settings developed by Hounsell et al (2008, 
p.66). C-R, this reflective looping process is an identification practice fundamental for pre-service 
teachers’ self-improvement in pedagogical and professional roles of “becoming a teacher” (Caires, 
Almeida & Vieira, 2012; Field & Latta, 2001; Geijsel & Meijers, 2006; Hounsell & McCune, 2006; 
Hounsell et al, 2008; Parkay, Stanford & Gougeon, 2016; van Huizen, 2000). This data box was 
6. Feed-forward ie. 
deployment of enhanced 
understanding and/or 
skills in subsequent 
assessments 
2. Preliminary guidance 
about expectations & 
requirements
3. Ongoing clarification of 
expectations
4.Feedback on 
performance/achievement
5. Supplementary 
support
1.Students' prior 
experiences of 
assessments
Embark on assignment  
Feed-forward into next 
assignment/assessment 
Submit assignment Review feedback 
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valuable in recognising the stages of professional identification experienced by participants when 
analysing their data.  
 
Data Box 2-8 The Cycle of the Professional Placement Learning Feedback Loops 
 
 C-R, a significant part of learning, learning teaching and improving as a teacher for PSTs 
lies in identifying with the quality of your placement practice as a professional, inside and outside 
the school classroom and being identified by others as that high quality professional. In the 
following section, I discuss what defines professional identity formation for pre-service teachers.  
  
6. 
Feed -
forward for 
second and 
subsequent 
loops.
1. PSTs' prior 
lived 
experiences of 
feedback and 
assessment as 
a professional.
2. Teaching, 
pedagogical 
performance, 
and placement 
participation.
3.  
Placement 
feedback on 
professional 
pedagogical 
practice.
4.  Pedagogical 
relationship 
building with 
placement 
others.
5. Self-feedback 
and  reflection on 
previous boxes' 
feedback 
implemented.
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 As established in Chapter 1, C-R, the preferred terminology ‘professional identity formation’ 
was made to distinguish the process of professional growth at the centre of the placement 
experience. In this section, I differentiate the term professional identity formation, as explicitly 
enacting professional identification and site this capacity of professional practice transformation in 
environments of placement exploration. So, rather than use ‘professional identity construction’ to 
name the phenomenon at the heart of this inquiry; that being the dynamic process of forming a 
never-ending sense of self as a teacher, I selected the term ‘professional identity formation’. The 
term ‘construction’ implies a finished end point to professional development that can be likened to 
completion of a project that is completed and remains fixed in a solid state of being. The term 
‘professional identity formation’ implies an ongoing state of becoming for pre-service teachers in 
which they continue to be forming, reforming and transforming their engagement with learning 
teaching to perform pedagogical practice as if already a qualified teacher in contexts of 
professional placement 
 Exploring what contexts would present themselves to PSTs as conducive for recognition as 
a professional teacher at the placement, I selected the well-known metaphor of the “professional 
knowledge landscape” (Connelly & Clandinin,1996, p. 4, 5).  C-R, this metaphor and the others of 
‘navigation’ and ‘journey’ has a double message worth sharing as it infers on one hand, that this 
professional experience placement setting demands an adaptive capacity of PSTs. They must live-
through the ups and downs of ‘navigating their journey’ as if the journey was across actual 
contoured and geographical locations, rather than the learning landscapes of becoming a 
professional knowledge worker in this dynamic placement environment. On the other hand, that 
landscape also doubles as a unique site of support for professional preparation and transformation 
that generates this professionally mandated experiential learning environment into a pedagogical 
practice incubator. Professional identity formation contexts within the professional knowledge 
landscapes of placement distinguishes them as sites of knowledge-making and knowledge-sharing 
involving teachers, children, school leaders and other education stakeholders in collaborative high-
stakes relationships.  
 C-R, there is much evidence in the literature that teachers, their pre-service counterparts 
and their classroom supervising teachers, alike, are regarded as much a part of the professional 
knowledge landscape as are various ‘relevant others’ (researchers, policy makers, school leaders 
and administrators, teacher educators and others).  The ongoing dialogue and communicative 
exchanges between these stakeholders secures mandated boundaries (inclusive of the National 
Professional Standards for Teachers, Graduate Focus, AITSL, 2011) and arbitrary boundaries as 
to what counts as professional (Beijaard et al, 2004, p. 123), while carrying out the vital “identity 
work” of professional teachers.   
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2.6.3.1 The tentative definition of professional identity formation from the literature-as-data 
 
 C-R, I have introduced a data driven definition of professional identity formation from the 
data-of-the-literature of chapter 2 that reveals identity formation as a valuable process in the 
professional knowledge landscape; a suitable definition of professional identity formation prizes 
components of self-reflection and self-evaluation, as pre-service teachers form images of 
themselves-as-teachers (Korthagen, 2001; O’Connor, 2008).  Based on the work of Beijaard et al, 
the working definition of professional identity formation (professional identification) for the three 
data analysis chapters with participants’ data is shown below: 
My tentative definition of professional identity formation / practice (professional identification) 
 
 This process of developing as a professional requires significant, cognitive involvement 
from pre-service teachers who are placed, and assessed, in unfamiliar professional educational 
contexts, in which they are responsible for their own professional growth having mastered what 
researchers have collated as four levels of feedback (Jolly & Boud, 2013, p. 104).   The four levels 
of feedback acknowledged in Hattie’s work (2007, p. 90) are; task-focused, process-focused, self-
regulated and person or self-focused feedback.   
 Professional identity formation is a professional learning skill made up of the ongoing 
processes and self-development practices of pre-service teachers carrying out the administrative 
routines, pedagogical judgements and assessments (Sim, 2015) for instructional activities with 
helping children that characterise teaching from a layperson’s point of view. Although much of the 
highly visible work of teachers is identified as routine, organisational and perfunctory; beyond that, 
the less visible elements of their work that identifies the quality of it as professional is the complex 
planning of and delivery of teaching activities alongside high stakes professional relationships.  
Most of it takes place behind closed doors, after-hours, with school supervising teachers, 
placement colleagues, placement administration team members and teacher educators from their 
university and their peers as professional others. This is alongside appropriating the specific 
pedagogic and curriculum skills and establishing mandated collegial professional relationships (Le 
Cornu, 2015; Mulcahy, 2006) to complete the professional experience placement as one complete 
professional assessment requirement.    
2.6.3.2 Professional development is a cyclic process of growth 
 
 C-R, development as a professional teacher is not a linear path but a dynamic cyclic 
process as it “requires cognitive and emotional involvement” (Avalos, 2011, p.10) and all the 
Professional identification is an iterative process of practical knowledge-building 
characterised by an ongoing integration of what is individually (self) and collectively (others) 
seen as relevant to enacting teaching through self-reflection and self-evaluation.  
 73 
 
complexities of learning and experiencing as a professional-in-the-making that are unpredictable 
and fraught with vulnerabilities (Zembylas, 2016).  As such, the personal and the professional 
facets of growth merge and separate and emerge, gauged and negotiated differently by each pre-
service teacher, in “complex and multiple ways” (Wrench & Garrett, 2011, p.1).  Experiencing 
identification as if a teacher every-day, requires concentrated efforts from PSTs to learn teaching 
on-the-job while authentically helping their placement classroom students to learn curriculum-
specific content.  It is the process by which pre-service teachers manage their transition from one 
identity as a ‘student teacher’ (pre-service teacher) to recognition as an authenticated professional 
classroom teacher.  This is recognised in the field as the process of synthesising and reconfiguring 
their professional growth and the practices involved in carrying out the identity-work (Mockler, 
2013; Wrench & Garrett, 2011) of learning teaching.   
 In the following section, Section 2.7 Alignment of Questions Already in the Field with 
Question Section, 4, data found in the selected research in the field of initial teacher education are 
shown as they aligned with research question 4: What features of placement feedback helped 
PSTs develop a sense-of-themselves-as-teachers? 
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2.7 Alignment of Questions Already in The Field with Question Section 4. 
 
 C-R, the link between the questions below, and my research Question 4 is that others’ 
research interest is in generic forms of written or spoken feedback for students in Higher Education 
or with children as school students in school settings. The purpose of Research Question 4 is in 
understanding of the dimensions or features of various kinds of feedback pre-service teachers 
experienced as matching the quality of support they valued for their growth as a professional 
teacher.  
 There is little or no recognition that the feedback received by pre-service teachers and 
sought between them also, demands a highly sophisticated professional practice that is 
differentiated from any other genre of feedback on workplace performance or associated with 
learning in the workplace or learning the work of a professional. It is placement feedback. 
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Insights Data Box RQ4: What features of placement feedback helped PSTs develop a 
sense-of-themselves-as-teachers? 
Literature focus Questions  Author/Source & Main Finding 
(MF) 
 
 
 
Feedback for pre-service 
teachers in professional 
experience placements. 
 
How the respective 
input, context and 
process variables 
contribute to the result 
of the professional 
identity formation? 
Who am I as a teacher 
at this moment and 
who do I want to 
become as a teacher? 
 
 
Schepens, Aelterman & Vlerick, 
(2009, p.8, &13) 
MF: - From the variables of 
teachers’ feeling of self-efficacy, 
commitment, and professional 
orientation at graduation as self-
indicators of preparedness to 
teach ... the highest is self-
efficacy as a teacher. 
 
 
 
 
 
 
 
 
 
Feedback as part of 
professional learning in 
Higher Education and 
Teacher education settings. 
 
What sort of feedback 
is most effective? 
 
 
Hounsell & McClune, (2006) 
MF: - Feedback with a guidance 
loop in higher education settings. 
 
 
What is feedback? 
Latham (2009) 
MF: - Feedback can be a 
powerful tool for learning but it 
can also be a powerful weapon 
for impeding learning… Every 
mark or remark, every gesture, 
facial expression, every act and 
every omission that occurs in 
beyond the learning spaces is a 
form of feedback… (Latham & 
Faulkner, 2009) … Every mark or 
remark, every gesture, facial 
expression, every act and every 
omission that occurs in and 
beyond the learning spaces is a 
form of feedback 
 
 
 
 
Feedback in schools with 
teachers or for students. 
 
How effective is 
feedback? 
 
 
How can it mean 
different things 
according to levels of 
processing and 
learning? 
 
Hattie & Timperley, 2007, p.82 & 
p.85; Hattie, 2011 
MF: “Feedback is more effective 
when it provides information on 
correct rather than incorrect 
responses and when it builds on 
changes from previous trials”. 
Data Box 2-9 Insights as Question Section 4 
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 As established in Chapter 1, an “explicit” definition of feedback was necessary to establish 
a shared understanding of what PSTs experienced as feedback within the professional placement. 
Starting with one definition by Latham (2009), below, working with student surveys and group 
interviews, in a teacher education institutional setting with 200 teacher education students, she 
provided the following definition. Her study is about finding ways to provide more effective, 
consistent, timely and critical feedback that will allow teacher education students (as pre-service 
teachers) to feed knowledge and understanding forward in other professional learning spaces (the 
placement) through critical reflection that will assist them towards lifelong learning (Illeris, 2013, 
2017 ; Mezirow, 1997).  
 
 Her view of feedback (above) as weighted with meaning, formed in every movement, 
counter-movement, non-movement, signalled, spoken, embodied, enacted or with-held gives the 
sense of it as an integral tool for learning. The type, timing, format, stakeholders’ delivery of 
feedback and contexts in which feedback is provided and sought out are as dynamic as they are 
different. This is part of the paradox of placement feedback. In the tsunami of research publications 
across the disciplines that credit feedback with almost super-natural powers of personal and 
professional transformation, there is one identifying factor in common. It is that there is little defined 
consistency shared in the field, no common understanding held, of what constitutes feedback 
across or within professional sectors.  In ITE, there is a lack of widespread evidence of the 
professional weightings attributed to feedback by PSTs as prominent stakeholders in their own 
professional growth.   
 C-R, often, in educational workspaces and / or placement settings, feedback is the most 
commonly experienced, yet not necessarily identifiable component of professional learning, 
teaching performance or assessment as a teacher in the incidental and informal manifestations 
encountered by PSTs.  How pre-service teachers build professional capacity (adaptive capacity) 
and innovation while learning teaching with it, is one of the most significant weighting that 
placement feedback holds (Timperley, 2011).  It impacts the quality of professional and 
pedagogical practice and relationships shared between pre-service teachers, their classroom 
supervising teachers and their placement classroom students and their learning improvement.  
Feedback acumen, feedback literacy (AITSL, 2014, 2017; Carless, 2015; Sutton, 2012; Wiliam, 
2016), and adaptive capacity is achieved through such elements of professional practice as 
reflective practice on teaching performances, pedagogical practices and pedagogical caring, 
Feedback can be a powerful tool for learning, but it can also be a powerful weapon for 
impeding learning… Every mark or remark, every gesture, facial expression, every act and 
every omission that occurs in beyond the learning spaces is a form of feedback…  
      Latham & Faulkner, (2009, p.2) 
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behaviour management practices and questioning strategies with students (Cattley, 2004; Dottin, 
2009; Ground-water Smith, 1998; O’Hara, 2015; Vagle, 2008).  
2.7.1.1 A tentative definition of placement feedback. 
 Placement feedback embraces lived-through experiences of interpersonal and intra-
personal exchanges and dimensions of relationality encountered by pre-service teachers’ 
professional spaces of learning teaching. It can be evident in a mark or remark, a gesture, a facial 
expression, an act and omitted act, written, spoken, enacted and/ or embodied, as experienced by 
pre-service teachers in and beyond the learning spaces of the pedagogical spheres of the 
professional placement, real/ and or virtual. It is a professional practice incubator revealing insights 
of critical “self and other” reflection and relationality for self-improvement as a pedagogical 
professional. 
 This research is situated in the context of these professionally weighted high-quality 
feedback experiences concerned with uncovering originality and ingenuity of forming professional 
practice developed by pre-service teachers for their professional growth.  Exploring evidence of 
high-quality professional practice growth already performed by pre-service teachers in the 
educational workplace, is often characterised as a ‘spatial struggle’ by being marginalised as a 
novice outsider (Alsup, 2006; Caires & Vieira, 2012). The struggle is for recognition of the quality of 
their practice that positions them, at best, as a “student of teaching” or a “classroom-ready teacher” 
(TEMAG, 2015); and finds pre-service teachers frantic for any feedback; or the opposite, micro-
managed at every turn and feedback-fatigued.   
 
 
 Many miss-sightings fail to recognise feedback in the placement workplace. Daily, in 
education settings of all sectors, with learners of all ages, abilities and motivations, and for children 
and adults both, involved in working with or for the benefits of supporting students’ learning or their 
own (Cattley, 2007; Hounsell,2010; Rorrison, 2008, 2011); feedback goes unnoticed, unrecognised 
and consequently misunderstood.  As a universal professional learning experience, feedback is 
often encountered in an assessment regime and is a much-contested process in which pre-service 
teachers facilitate and/or negotiate its effectiveness by themselves or in consultation with others.  
Its positioning as a tool for learning-on-your-feet and communicating with teaching and non-
teaching others as colleagues and students (Price, Handley, Millar & O’Donovan, 2010) is often 
unidentified.  Its dynamic is characterised by a fluctuating structure, unpredictable methods of 
delivery in a range of professional conditions, and an overabundance of stages of involvement, that 
is heightened by its ubiquitous presence in learning teaching at professional placements.  
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 Feedback permeates every-day communication, learning process and context, assessment 
and teaching setting and distracts and confuses many placement stakeholders from seeing the 
essence of its value for pre-service teachers in securing a sense-of-success as a professional 
teacher (Hudson, 2014; Sim, 2010). Being adept in recognising the ubiquitous nature of feedback 
is a vital skill that PSTs should hone, in acquiring an adaptive capacity for professional growth at 
the placement. The following section discusses how feedback literacy needs to be continually 
maintained. 
 
  
 C-R, care must be taken by PSTs to identity-proof placement feedback by the continual 
sifting, assaying and reading-between-the-lines of it, critically and analytically, to form capacity 
(adaptive capacity) to develop sound professional judgements (feedback) of their own work 
(Sadler, 1989) as well as the work of professional others. The quality of their work with and for the 
sake of school children in their pedagogical care, depends on this self-regulatory expertise. Having 
this level of professional discernment at their fingertips through developing high-quality feedback 
analysis, is also recognised as high-quality teaching practice (Le Cornu, 2015) for PSTs.  PSTs’ 
sense-of-themselves-as-professional-teachers is strengthened by this growth-spurt of their own 
pedagogical literacy (McLellan, 2008; Price, Handley & Millar, 2011).  
 Pedagogical literacy as described by Maclellan, below, positions the adaptive capacity of 
the teacher to be a successful pedagogical professional as contingent upon the quality of their 
reflective practice with knowledge and meaning-making experiences of reading and writing in 
learning pedagogical content knowledge. 
 Part-and-parcel of developing capacity with pedagogical literacy is PSTs’ engagement with 
placement feedback with the intention to improve and innovate their own professional-practice-as-
a-teacher.  This commitment to their professional growth holds professional practice impact in two 
areas. First, pedagogical literacy is not only necessary for the sake of quality-proofing their own 
practice; but second, it is also crucial for supporting high-quality learning outcomes for their 
classroom students. One of the major roles of learning teaching and teaching itself, is contingent 
upon how well pre-service teachers and teachers in general, support the learning of others with 
pedagogically-aimed, well-organised, timed and beneficial feedback provided as guidance for 
deep, self-regulated professional learning (Cattley, 2004; Nicol & McFarlane-Dick, 2006; Rorrison, 
2011).  Placement feedback plays a vital role for pre-service teachers by affecting their self-
Pedagogical literacy is a reflexive concept in which reading and writing (through a 
knowledge-transforming model) about pedagogical content knowledge is the essential 
means through which the teacher's pedagogical reasoning develops. 
        Maclellan (2008, p.1986)  
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investment for recognition as a professional (Dall’Alba, 2009; Webster-Wright, 2010).  It is through 
their capacity to contribute to students’ learning as a professional-teacher-in-the-making and assist 
teaching staff through the consistency and quality of their work, that feedback supports pre-service 
teachers’ professional growth.   
 
 
 There are special learning dimensions of managing placement feedback such as 
overcoming vulnerabilities of emerging practice and emotional development with challenging 
supervision and teaching conditions, complex school environments and the demands of innovating 
their teaching practice that contributes to its value for PSTs. This is recognized in the literature as 
developing adaptive capacity (Le Cornu, 2009; Martin & Thompson, 2018) and even though PSTs 
are working in the placement setting for such a short time, they are still required to develop this 
capacity after feedback that requires them to adjust their professional practice thus enacting 
professionalism (AITSL, 2015; Le Cornu, 2015; Timperley, 2011) in their placement workspace. 
Indicators of adaptive capacity in the field (Allen, Webb & Matthews, 2016; Jordan, 2016; Murray-
Harvey, 2001), such as performing innovative teaching and learning practices and self-regulation 
are promoted as resilience-enhancers for PSTs, necessary in developing professional presence 
and insight (Mayer, Reid, Santoro & Singh, 2011), as evidence of enacted professionalism. It is in 
the securing of this adaptive capacity from placement feedback that PSTs will be able to identify 
and quality-proof their work as professional. Their adaptive capacity is also embedded when they 
are evidencing continuous learning and accommodating ways of working effectively with others at 
all levels of interaction within their educational placement setting. 
 Paradoxically, engaging with feedback is both shaped by identity-work and reciprocally 
shapes it (Price, Handley & Millar, 2011). This is often the case for pre-service teachers who 
observe the professional practice of classroom teachers as supervisors and or mentors whilst 
searching for the same quality practice in their own teaching. The essence of professional 
identification as a teacher is held in the adaptive capacity to recognise and innovate practice value 
in self-feedback and the placement feedback of the supervisor and significant stakeholder-others.  
 There is yet another multifaceted role that feedback fulfils in triangulating experiences of 
learning, feedback and assessing as inseparable from the essence of being human. PSTs 
experience a phenomenon that Hounsell identifies as a triumvirate (Hounsell, 2007) encountered in 
their teacher education settings and transfers to the professional experience settings.  PSTs’ 
efforts for professional growth as teachers is contingent upon their expertise in triangulating their 
feedback analysis from communication, learning and assessment practices in placement settings, 
as their potential workplaces. The triumvirate, under professional placement conditions, becomes 
an authentic professional, phenomenon unique to PSTs’ lived experiences of identity-work as a 
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teacher.  It is encountered when these three dynamic perpetual forces of assessment, placement 
feedback and professional learning, intertwine and strengthen as co-existing facets in the identity-
forming processes of becoming a professional teacher.    
 As a pivotal component embedded in assessment and learning, placement feedback also 
acts as an accelerator for the practices it inspires in PSTs to sustain a high-quality professional life.  
Feedback at this intensity, is not only evident when immersed in pedagogies of performativity of 
formative and summative assessment (Boud, 2015; Carless, 2006, 2018; Cattley, 2004; Hounsell, 
2003; Hudson, 2014; Jensen, 2010); but also, is about priming professional practices side-by-side 
self-development as a human being, intentionally committed to the pedagogical caring of students 
and the well-being of professional colleagues. 
 A central component of placement supervision is analysis of PSTs’ teaching practice and 
feedback literacy; most of which happens incidentally and unpredictably while learning-on-your-
feet, and usually experienced problematically (Cattley, 2007; Ovens & Tinning, 2009; Tambyah, 
2007, 2008).  Informal feedback at the placement can highlight the vulnerabilities experienced by 
PSTs together with formal feedback teaching and assessment in these high leverage professional 
learning conditions. Feedback of this kind, is also a liberating, limiting and liminal experience, the 
essence of which, can be encountered simultaneously in more formal contexts of supervision by 
significant professional others, viz., CSTs (Classroom supervising teachers), leading teachers and 
school principals. Placement feedback holds the potential to change the professional lives of both, 
the receivers of it and the mediators offering it; both professional learning stakeholders who 
depend on its’ wisdom and guidance to feed-forward (Hounsell & McCune, 2006) for an improved 
teaching performance before the next feedback loop starts cycling through the assessment - 
feedback - learning triumvirate (Hounsell, 2006) that dominates professional placements.   
 
 
 Feedback, as part of a work performance appraisal system for teachers, presents 
problematic situations, and so stays as a perfunctory administrative chore.  It is difficult for the 
school leaders who are required to mediate feedback with classroom teachers for improved 
teaching performance; to the teachers, themselves, who complain that feedback given twice yearly 
with a rating of satisfactory or not satisfactory (Jensen, 2010; TALIS, 2014) is professionally 
demotivating.  Research tells us that teachers’ effectiveness in the classroom, personal morale and 
self-esteem suffers greatly under these conditions of ineffectual feedback on the quality of their 
professional work (AITSL, 2013; Guest, 2011). This situation for teachers-in-service has dire 
consequences for PSTs in that inconsistencies with systemic assessment, reporting and 
professional support could have detrimental impact on their success (Leonard, 2012) and / or their 
decisions to stay in the profession.  
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 PSTs’ professional status as a teacher (Graduate Level) is identified formally in the 
assessment process with placement supervisors and mediated with coursework in the teacher 
education institution. The most readily available indicator of the quality of their teaching practice is 
the feedback received either extrinsically from their CST / mentor and various significant others, or 
intrinsically from self-reflection (Cattley, 2004; Jensen, 2010).  Informal validation as a professional 
is experienced by encountering feedback in the incidental work and social interactions with 
stakeholder-others, and self-appraisal.   
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2.8 Resonance in Other Fields: Identifying as a Professional from Placement Feedback 
 
Literatures of initial teacher education were not the only sources of insight in which I sought 
data that confirmed evidence of the professional identification practice of those learning the work of 
a professional in a mandated placement. C-R, I turned briefly to other fields of literature (listed 
below) to gain insights and contextual details of concepts adapted into reforms in education. 
Following the premise that there are universally encountered human experiences across differing 
fields of professional work, I looked for data of professional placements in other professions which 
also encounter the dynamics of professional identity-forming and feedback in the reformed 
conditions of the global workplace in the 21st century. 
A heart-felt acknowledgement goes to shared knowledge from the following selected 
literatures of:  
• Nursing (Cope, Cuthbertson & Stoddart, 2000; Dowling, 2007), 
• Physiotherapy (Webster-Wright, 2009),  
• Information Systems Technology and Management (Boell & Cecez-Kecmanovic, 
2014),  
• Psychology and Political Science (Chapman & Smith, 2002; Finlay, 2012; Illeris, 
2003, 2017; Kegan, 2000; Nyström, 2009; Reid, Flowers & Larkin, 2005; Schunk & 
Zimmerman, 2012),  
• Medicine and Allied Health (Coles, 2002; van Manen, 2006),  
• Business and Organisational Management (Sandberg & Dall’Alba, 2009; Schön, 
2001),  
• Sociology (Evetts, 2011) and  
• Social Work (Bazeley, 2013; Edwards, 2010).  
 
 C-R, specific professional practices encountered in the literature, are those of identity 
formation, feedback as a novice professional, lived experiences of professional experience 
placements, and innovative ways with methods of analysis and my research practice organisation 
for a phenomenology of practice, viz., a hermeneutic circle framework. A phenomenologically 
sensitive framework, the Hermeneutic Circle Framework, used in the field of Information Systems 
Technology and Management (Boell & Cecez-Kecmanovic, 2014) provided a way to 
comprehensively frame evidence already in the ITE field and the creative space to transform 
others’ data in the interdisciplinary literatures of supervised professional placements.   
  Another acknowledgement is for the moments of “experiencing a deep resonance” 
(Vagle, 2010, p.11) with research into the professional-becoming-of-novices in other professions 
(Field & Latta, 2001; Johnsson & Hager, 2008; Parkay, Stanford & Gougen, 2016; Scanlon, 2011).  
This phenomenon of professional learning under placement conditions of supervision (Webster-
 83 
 
Wright, 2009) resounded with my lived experiences of witnessing and supporting the professional 
growth of pre-service teachers, previously under my own supervision.   
2.9 In summary. 
 Inspired by the insights in multi-disciplined literatures of professional development, 
professional learning and professional growth in conditions of national and international reform; I 
have been led to explore this research inquiry searching for the professional identity practices of 
PSTs from their placement feedback.  I understand that 21st Century PSTs are “learning teaching” 
(Lampert, 2010), continually improving their sense of themselves as a teacher of graduate quality, 
no matter the educational setting. The professional work of teaching is learned by PSTs in 
circumstances of assessment, evaluation, public and professional scrutiny and conditions of 
performativity under constant reform.   Nationally regulated professional standards for teachers 
(Graduate level) clearly set out stakeholder values and expectations for classroom teachers as 
supervisors and / mentors and other professional and non-professional stakeholders.   
 The complexity of the professional preparation, the becoming of a pre-service teacher, the 
identity-work of teaching, means they can be incubating professional practice either in face-to-face 
encounters and pedagogical spaces or virtual ones, and that maintaining professional pedagogical 
relationships is vital to carrying out educational work for a sense-of-themselves as teachers.  In 
these spaces, pre-service teachers undertake the process of professional identity formation in 
which they have access to support from their classroom teacher (supervisor / mentor), visiting 
university staff (professional learning officer), the option of peer support (fellow pre-service 
teachers) and self-support . 
 Equipped with the research questions and the data-in-the-literature; the next research 
phase was to work with eclectic methodologies and find the tools to create a fruitful 
phenomenology of professional pedagogical practice for the participants as well as for myself.  
Chapter 3 following, shows the decision-making and details of the chosen methodology and 
completes Section B prior to participants’ data gathering and analysis in Section C. 
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Chapter 3  
Managing the Flow of Inquiry: An Eclectic Mix of a Phenomenology of 
Professional and Pedagogical Practice. 
 
 
 This chapter positioned the design of my inquiry as methodological-eclecticism-in-action or 
mixed methods research (Creswell & Clark, 2011; Mutch, 2009; Virtue, 2019), to collate and distil a 
phenomenology of professional pedagogical practice as a valid contribution to the ITE field. 
3.1 Positioning a mix of methodology for this practice led research 
 C-R, conceptual alignment (searching for meaning in ideas / or theorising by participants) 
was a vital driver to find a mix of phenomenological methodologies that would also allow some 
“engineering” of the data (Sandelkowski, Voils, & Knafl, 2009) into various visual representations to 
see the conceptual realities of participants’ lived experiences of placement feedback, rather than 
just descriptions. My decision to use qualitative data analysis software (QDAS), NVivo as 
researched by Bazeley and Jackson (2014, 2019) was led find this deep alignment. The tools in 
NVivo provided a way to explore “quantitizing the qualitative” (Saldaña, 2012, p. 76) to organize 
the thesis and produce evidence of a form that enabled conceptual alignment of coded 
experiences which completed the data analysis. Ultimately, C-R, this chapter shared the decisions 
that guided this inquiry to contribute epistemologically to the field of educational research focussed 
on ITE. 
 
 As established in Chapter 1 and 2, quality educational practice is seen as the conduit of 
improved learning performance for school students, with high stakes employment outcomes and 
contributions planned for them in our global societies. Methodological eclecticism was chosen to 
produce research practice of the same quality to understand the professional practice formation as 
a teacher, as it is developing in pre-service teachers with their placement feedback. It was an 
integrating frame that fostered thinking and high stakes research practice with various ways, 
qualitative and quantitative, of generating knowledge from the dynamic forms of data. This 
phenomenology of professional pedagogical practice needed a bespoke reframing of integrated 
and critical analysis to produce quality contribution to the field commensurate with the standard of 
professional identification practice evident in pre-service teachers.  
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      Sandelkowski, Voils, and Knafl (2009, p.222) 
  
  Quantitizing, as described by Sandelkowski, Voils, and Knafl (2009, p.222) above, as a 
“methodological intervention” aimed at “engineering data” was explored using a process of coding 
frequency mapping using NVivo11 and 12+. Transforming the sheer volume of qualitative data with 
mapping tools in NVivo was a productive option I took, C-R, to make visible the kind of lived 
realities of placement feedback as a genre of professional identification. If you will, to carry out a 
“reality check” of sorts (Saldana, 2016, p.44) that would provide a multidimensional representation 
or a spatial awareness of the coding attributions (e.g., a bar charts etc.), that would confirm the 
interpretive claims making up the quantitative results (the coding activities of participants’ data 
analysis). Saldana (2016) named this process as paradigmatic corroboration (Chapter 1) in his 
Coding Manual of renown. To understand the most commonly shared dimensions of placement 
feedback that were important to these pre-service teachers, I transformed a section of the coded 
data into numeric data. I worked with all the codes to develop an annotated coding framework (See 
Appendix C). 
 The complete data set framed this inquiry as a repository of a mix of the qualitative and the 
quantitative ways with data to evidence the transformative learning (Illeris, 2015; Taylor & Cranton, 
2012) of pre-service teachers’ professional practice and not an example or cache of one set 
methodology. I made this distinction for a repository with acknowledgement to the deep learning 
(van Manen, 1990) that would form the contribution of participants’ data to the field. The deep 
learning, as bolded below, of this inquiry that also involved my professional learning with mixed 
methods that provided ways to work with participants, their data and repositories of data that were 
digitized, analogue, lived through as interviews and recorded as hard copy, and collected as 
dynamic meta data. 
 The value of the methodological mix was that it allowed the quality of my research practice 
to expand through working with a mix of analytic tools to see the qualitative and quantitative 
essence of professional identification as the phenomenon as experienced by PSTs and myself. 
Indeed, this was corroborated by Manen (following) when he commented that phenomenology 
project and their methods can have a transformative effect on the researcher.  
Quantitizing is a methodological intervention directed toward engineering data to fulfil 
what may seem to be opposing purposes, including the reduction and amplification of data, 
in addition to the clarification of and extraction of meaning from data. In both qualitative and 
mixed methods research, quantitizing like coding and other analytic devices, such as 
tabulating and diagramming serves as a way to think about and interact with data. 
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 C-R, I was reassured that this kind of learning from the mixed methods approach would and 
did provide successful completion of the research questions; helping other research stakeholders 
to be transformed also by learning from the phenomenological writing of this thesis. My process of 
learning to work with these methodological nuances is outlined, in the following sections. 
 
Before all things methodological and mixed were set in motion, it was important to confirm 
the potential of this research project to benefit to the field. Previous chapters established the 
missing epistemological prize from the field was the understanding of professional identification 
practice of pre-service teachers becoming teachers of classroom quality from their placement 
feedback.  
 One challenge of designing this inquiry for that prize, was to find a widely respected 
stakeholder organisation working with teachers’ professional practices in world educational forums 
as well as being well-respected in Australian stakeholder-eyes. Such an organisation is the 
Organisation for Economic and Community Development (OECD, 2012), below, which identifies 
two kinds of professional practices of teachers that impact educational effectiveness globally. 
 The OECD perspective (above) defines the parameters of professional practices as evident 
in the complete learning environment; a context inclusive of classroom practices of individual 
teachers and other widely known professional pedagogical practices rooted “in philosophies of 
education”. If we accept this view of professional pedagogical practices of teachers and pre-
service teachers alike, authenticated through established theoretical and evidence-based 
foundations; it follows that pre-service teachers’ lived experiences of professional identification 
from placement feedback would contribute to the field of professional practice growth in ITE. 
3.2 My Research Philosophy: Phenomenological, Hermeneutic and Pedagogical. 
 Having established phenomenology as the methodology most likely to achieve my goal for 
quality (rich) data with the research questions; it was valuable, C-R, to share my research 
Phenomenology projects and their methods often have transformative effect on the 
researcher himself or herself. Indeed, phenomenological research is often itself a form of 
deep learning, leading to a transformation of consciousness, heightened perceptiveness, 
increased thoughtfulness.                                 
       (van Manen, 1990, p.163) 
Teacher professional practices encompass both teaching practices in the classroom and 
broader professional practices that shape the learning environment.  Both types of practices 
have their roots in philosophies of education and in empirical research on educational 
effectiveness.                                                                    
         OECD (2012, p. 26) 
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philosophy that aligned with that decision. There were two points of decision-making. The first was 
cultivating and sustaining the phenomenological attitude (Findlay, 2009; Smith & Osborne, 2007; 
and van Manen, 2007), so phenomena were naturally revealed where and when they occurred by 
those who experienced them.  This would secure this study as an authentic phenomenological and 
practice-based inquiry. The second was to confirm my intentional practices to provide coherence 
for the reader (C-R) across the research phases with the goal to promote understanding of the 
high-quality research outcomes. This goal was vital given it could also help uncover the special 
condition of a triple hermeneutic of professional practice evidenced in this research.  
 
 
 The challenge of finding qualitative methodologies that integrated my research capacity 
within phenomenologically based inquiry, was alleviated by the realisation of two significant 
developments in my research practice so far.  The first development was the identification of 
core principles of a developing research philosophy already adopted, to achieve personal 
quality assurance (or proofing) of research practice required at this level of scholarship while 
meeting qualitative aspects of educational research practice already in the field (Eisner, 2017). I 
acknowledge using these principles not only in this chapter, to anchor my research philosophy to 
theoretical and methodological decision-making, but also, to bring cohesion and maintain a 
professional quality to my research practices throughout the thesis (Strauss & Corbin, 1998).   
 
 These principles developed in my identity role transition from being an experienced 
educator to becoming an early career researcher, served my research practice in two main ways. 
First, I employed them as a referential tool to sustain research rigour in aligning the tenets of 
methodology with qualitative tools valued in educational practice. Secondly, it was to use these 
principles as subjective indicators of high professional quality, reflective of my philosophical 
commitment and cognitive effort; crucial in practising research integrity (Bazeley, 2013; Mutch, 
2009).   
 
 My research philosophy is entwined with the following principles: 
1. A life-long commitment to Human Science Research and a calling of phenomenological 
pedagogy, signified by “radical openness” to the “world in which we live attentive to subtle 
signs and observant of eliminated landscapes of lived meaning” (van Manen; 1982, 2001, 
2008). 
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2. A goal of improving understanding of learning teaching with teachers and students for the 
development of professional pedagogical practice, innovative educational practices and 
growth of transformative practice theory (Eisner, 2015; Hardy, 2010; Kemmis, 2009; 
Lampert, 2010; Vagle, 2015; van Manen, 1990, 2001, 2007, 2008, 2014), in the field of 
educational research and teacher education.   
 
3. An intentional choice to quality-proof my research practices to a professional standard to 
serve the field of teacher education (Bullough, 2005; Findlay, 2009; Le Cornu, 2015; van 
Manen, 1982, 2002, 2007).  
 The second development was locating and integrating my tenets of methodological 
practice with the core theoretical perspectives of my research philosophy. This effectively had the 
impact of authenticating the quality of my research practice to carry out the inquiry as a 
phenomenology of professional pedagogical practice with PST’s professional identification and 
placement feedback interpretation.  This process of professional growth as a researcher brought to 
light my developing professional research philosophy, as explained below. 
3.2.3.1 Tenets of my methodological practice  
 Included in discussion of my research philosophy, was mention of the tenets of my evolving 
methodological practice for this inquiry. C-R, they were based on selected main principles of 
contemporary phenomenological research (21st Century) used in pedagogical contexts, namely the 
“lived experiences” and appreciation of the phenomenological perspective of what it was like for 
these PSTs living these experiences through their “life-world” (van Manen, 1990).  In this 
professional learning context of becoming a professional researcher while working with PSTs as 
they were becoming teachers; the tenets guided my methods of evidence (data) collection.  
 The tenets follow below: 
 Tenet One 
 The research design is guided by activities, free from restrictions and creative to the degree 
that they do not risk contextual integrity (Yanchar & Williams, 2006). This is to promote productive 
lived experience descriptions from interview dialogue and Critical reflection, that transforms into 
rich data.  
 Tenet Two 
 Transformed in the interpretative sieve of phenomenological analysis, the descriptions are 
now data, that will keep its structure as evidence of professional practice formation from the 
perspectives of the PSTs involved (Dall’Alba, 2009; Eisner, 2017; Groenewald, 2004). Descriptions 
of participants lived experiences are valued as coherent and authentic representations, as 
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evidence of their professional learning at the placement as part of their professional “lifeworld” 
(Habermas, 1998; Vandenberg, 1997; van Manen, 2007; Wertz, 2005; Yanchar & Williams, 2006). 
It will be offered as such for contribution to the research field of teacher education. Theoretical 
congruence was achieved for the tenets between my research philosophy and the intentional 
qualitative design of the research activities for their “best fit” gauged from checking contemporary 
phenomenological research already accepted in educational research (Eisner, 2017; Vagle, 2010).  
The implementation of these tenets was further supported by interpretive phenomenological 
analysis (IPA), (Smith & Osborne, 2007), as it was considered a complementary analytic tool to 
secure the data analysis. 
 In the next section, C-R, the authenticity of the tenets of methodological practices is 
discussed.  
3.2.3.2 Authenticity of the tenets   
 
 The use of the term “authentic” in both tenets of methodological practice, signified the 
professional regard for the validity of the descriptions of feedback experiences by PSTs. We are 
researching the lived reality of the participants and trust in them that their contributions of data are 
accurate reflections of their experiences and not necessarily a quantifiable, objective measure of 
the truth as it happened.  
 Phenomenological and qualitative research into the work of professionals by Dall’Alba 
(2009), Maxwell (2013) and Webster-Wright (2010), used the term “authentic” to describe the 
assumed and taken-for-granted commitment and preparation of professionals. This is what 
teachers typically invest of themselves in their ethical and moral (pedagogical) work with children 
and colleagues (Sanger & Osguthorpe, 2011). To declare a specific identification of ‘authentic’ and 
being ‘authentic-as-a-professional’ from a teaching viewpoint, signified it as a way of being-a-
teacher, and identified as becoming-a-teacher; because of the pedagogic quality of their 
interactions, motivated by genuine concern for others, especially children, as learners (Billet, 2006; 
Cranton, 2006; Dall’Alba, 2009).  
3.2.3.3 Research integrity established with alignment to epoché 
 Every methodological decision required scrutiny with the phenomenological attitude as the 
epoché (or bracketing) engaged and demanded considerable intellectual rigour (Mutch, 2009) and 
ethical resonance to resolve it as commensurate with prominent qualitative and phenomenological 
research already in the field (Bazeley, 2013; Cohen, Manion & Morrison, 2013; Creswell, 2013; 
Dall’Alba, 2006; Denzin & Lincoln, 2011; Findlay, 2007; Flick, 2013; Marshall & Rossman, 2014; 
Marton, 1981). Selected insights from previous researchers (listed above) were also important to 
secure them as indicators of the quality professional practice already in the field and establish this 
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inquiry as complementary to the field. Quality-proofing with research integrity was achieved by 
aligning all insights for methodological and theoretical decisions as satisfying the qualitative 
guidelines in the field, the tenets of my methodology and the principles of my research philosophy; 
all sourced from the literature-as-data, as part of the first stage of data analysis and ongoing 
research practice.  
3.2.3.4 The epoché (bracketing) and the phenomenological attitude 
 C-R, like all rigorous professional research investigations, this mixed methods 
inquiry required critical thinking, creativity, and reflective decision-making that supported the 
procedural variations and innovations in its phenomenological design. This meant employing 
safeguard measures for authenticity when attention and /or modification was required to sustain 
the quality of the research activities. The most important aspect of maintaining this research quality 
and integrity was in keeping the main component of phenomenology, ‘the phenomenological 
attitude’, as the epoché (bracketing) central to the research activities.  
 As discussed in the Preface, C-R, a phenomenological attitude is an intentionally held 
empathic way of “engaging strongly and skilfully with the participant both during the interview and 
during analysis” (Bazeley, 2013, p.195). It involved suspending my own prior presumptions of the 
phenomenon of focus, as humanly possible, to enable my understanding of participants’ lived 
experiences and encounters with participants and their data (Friesen, Henriksson & Saevi, 2012; 
Newberry, Gallant & Riley, 2013; van Manen, 2007; Westman, Alerby & Brown, 2013).  
3.3 Qualitative Research with Phenomenological Essence in the mix of Methodology. 
  
 
 The flow of this inquiry was designed with assurance in the literature that qualitative 
research inquiry as described above, is valued by major educational stakeholders such as the 
Australian Government (above), the OECD’s Centre for Educational Research and Innovation 
OECD/CERI, (Bengtsson, 2008), and the Grattan institute. Qualitative inquiry is valued for its 
contribution to the development of new knowledge (bold above) with the focus on learning, the 
knowledge economy and knowledge management and equality in education. All contributions 
important for communities and individuals through disciplined inquiry (bold above) with the goal 
of understanding the complex social dimensions of people’s sense-making processes of their lives, 
Qualitative research involves disciplined inquiry that examines people’s lives, experiences 
and behaviours, and the stories and meanings individuals ascribe to them. It can also 
investigate organisational functioning, relationships between individuals and groups, and 
social environments ... contributes to the development of new knowledge by enabling 
researchers to gain a better understanding of complex concepts or social processes; 
investigating how communities and individuals interpret and make sense of their 
experiences ...  
        Australian Government (2007) 
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experiences and behaviours.  If qualitative inquiry is valued by national and global stakeholders, 
and their action is indicative of other stakeholders, then it is feasible that phenomenology-as-a-
methodology in qualitative inquiry would also be valued for its contributions to new knowledge 
development.  
 The practice-based epistemological framework was made possible by adopting the 
methodological position of a phenomenology of practice, albeit a phenomenology of professional 
pedagogical practice as a distinct phenomenon of professional growth for pre-service teachers. My 
goal was to capture the essence of the professional identity forming practices of participants and to 
document my professional research practices as-a-novice-proponent of phenomenological 
methodology. This chapter presents development of the research design methodologically, from 
initial concepts in my research philosophy (see section 3.3) to conceptual synthesis and completed 
inquiry (Strauss & Corbin, 1998).  Alignment of features of phenomenology as a hermeneutic, 
qualitative methodological approach to educational research (Denzin & Lincoln, 2011; 
Hammersley, 2002; Mutch, 2009); resonated for this inquiry for its openness of design, 
transforming the tenets of methodology, and incorporating my research philosophy, both of which 
are covered earlier in this chapter.  The two contemporary phenomenological components featured 
are: A Phenomenology of Practice, according to van Manen, (2007, 2014); and Interpretive 
Phenomenological Analysis (IPA) as developed by Smith and Osborne, (2007).   
 Details of the compatibility of each method (Howe, 1988) is described for their alignment 
with the tenets of my methodological practice. The main experiences of preparing to work in a 
phenomenologically sensitive approach are also outlined. The remainder of the chapter contains 
discussion of the various research activities of securing participants, collecting data, data 
transcription and analysis and the intricacies of cultivating a ‘phenomenological attitude’ (van 
Manen, 2007; Wertz, 2005).  The preparations and design, both qualitatively and 
phenomenologically, follows. 
 
 In preparing for this research with the pressure of phenomenological acuity, as implied 
above by Padilla-Diaz (2015); I incorporated dimensions of two phenomenological approaches that 
were used as an interpretative methodological device (or hybrid analytic tool). Another scholar 
(Vagle, below) comments that the value of phenomenology, as a method in qualitative research, is 
its capacity to allow the essences of explored phenomena to reveal themselves in their natural 
setting:  
Preparing to work qualitatively: Phenomenologically designed methodological tools... it is 
important to comprehend that all qualitative research has a phenomenological aspect to it, 
but the phenomenological approach cannot be applied to all qualitative researchers.                                             
        Padilla-Diaz (2015, p.107) 
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 C-R, to make sure that I was diligent, after Vagle’s caution (above), I chose two intentional 
ways to work with the inquiry; first with a phenomenology of practice from the field of 
Contemporary Phenomenology; and second, in the data gathering, processing and analysing 
moments, with components of Interpretative Phenomenological Analysis (IPA), developed in the 
field of Psychology.  Using the two as a hybrid interpretive tool was to secure a high quality of data 
collection with participants, encouraging feedback practices and professional identity forming 
practice to surface, aiding detailed processing during data analysis.  
 
 
 C-R, it was important to identify dimensions of phenomenological methodology which 
resonated as beneficial for this inquiry. Although phenomenology refers to either a branch of 
philosophical study or a form of research methodology established in Philosophy in early 20th 
Century (Wertz, 2005); I was drawn to its application as a research methodology as it is the 
descriptive methodology of Human Science research that concentrates on understanding direct 
human experiences and human consciousness just as it appears; as it is lived-through. It requires 
the researcher to adopt a discovery-oriented method where they display an attitude of openness, 
and a readiness to help uncover the phenomenon in its natural condition, i.e., apply the 
phenomenological attitude.  It is productive for gaining quality discriptions, “thick discriptions” 
(Geertz, 2006) from participants, each interviewed in a suitable setting one-on-one (Kvale & 
Brinkmann, 2009; Webster-Wright, 2009; Wertz, 2005).  
 The phenomenological attitude became a foundational characteristic of my research 
practices when working with participants and their data; for finding the essence of their essences 
(Dahlberg, 2006): their professional practices that identified them as teachers. Although the 
research design was deeply influenced by van Manen’s work spanning the authenticity of “lived 
experiences” (1990) to the “phenomenology of practice” (2014); there are developments in others’ 
work in contemporary professional fields, such as Psychology, which influenced my data analysis 
practices. Such an analytic design was Interpretative Phenomenological Analysis (IPA), 
(Pietkiewicz & Smith, 2014; Smith, 2007; Smith & Osborn, 2007), used in the early stage of data 
analysis.  It was an appropriate interpretive device for securing meaning in the data as transcripts 
were analysed line-by-line.  
 Six beneficial concepts featured in phenomenological methodology and applied in this 
research are below in Table 3-1.  
... it is important to understand that phenomena can appear in innumerable ways – and to 
say that something appears rather than it is built inside one’s mind is saying something, 
philosophically speaking, quite important.                          
           Vagle, (2016, p. 21) 
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Table 3-1 Phenomenological Stages and Features Adapted in Methodology 
 
Phenomenological stage 
 
 
Features evidenced in the research activities of this inquiry 
 
Exploring  
 
1.Exploring a phenomenon that is of professional and 
pedagogical significance for the researcher to share as 
contributions to the field. 
 
 
Investigating  
 
2.Investigating lived experiences by being in the world of living 
relations, shared situations and the participants’ “life-world” 
(phenomenological). 
 
 
Reflecting  
 
3.Reflecting on insights, moments of inquiry, units of meaning 
and themes characterizing lived-through dimensions of the 
phenomenon. 
 
 
Describing  
 
4.Describing the phenomenon through the textual and 
contextual practices of the participant and the researcher’s 
writing and rewriting of PSTs’ lived experiences. 
 
 
Maintaining 
 
5.Maintaining strong pedagogical and phenomenological 
orientation to working with the phenomenon and the 
participants, starting with forming the research questions and 
taking them to conclusion. 
 
 
Balancing  
 
6.Balancing the research context by considering the parts and 
whole of the research design. It involved aligning the overall 
design: the tenets of methodology, and my research 
philosophy to bring the inquiry to achieve the goals of the 
research questions. 
 
  
 
 
 Although there are many variations in phenomenological methodology, there are core 
features or dimensions that are valued for their use in educational research practice (Creswell, 
2013; Dall’Alba, 2010; Eisner, 2017; Findlay, 2007; Padilla-Diaz, 2015) and qualitative inquiry. C-R, 
as indicated in the Preface, select features of phenomenological writing for this inquiry were 
introduced early in the thesis to prepare the reader for the written focus on hermeneutic sensitivity, 
intentionality and the phenomenological attitude. 
 The core phenomenological characteristics are:   
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1. The research inquiry should be rigorously descriptive (van Manen, 1990) of participants’ 
lived experiences with the researcher also describing their own experience with the 
phenomenon (Creswell, 2013; Padilla-Diaz, 2015, van Manen, 2014), as it contributes to 
research understanding.  
 
2. Practice-based research (as in teacher education) focuses on the intentional relation 
between the professional (PSTs) and their work (Dall’Alba & Sandberg, 2014); as they see 
reality comprehended as the truth of the event; subjective and validated for themselves in 
their embodied perception (Starks, Brown & Trinidad, 2007). 
 
3. The research contributes to knowledge and understanding in the field as the deep thematic 
interpretation reveals “the obvious and the necessary” assumptions or essences; the ways 
of knowing and sense-making as perceived reality assigned by the individual (Sokolowski, 
2000; Starks, Brown & Trinidad, 2007; van Manen, 2014).  
 
4. The research indicates imaginative research variation, indicative of openness to innovate 
practices to realise the essence of the human experience (Eisner, 2017).  
  
 C-R, when these core characteristics were positioned alongside main qualitative aspects of 
educational practice in the field (Bazeley, 2013; Eisner, 2013; Padilla-Diaz, 2015), they showed 
alignment, as set out in Table 3-2, below.  
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Table 3-2 Core Characteristics of Phenomenological Research Aligned to Qualitative Aspects of   
Educational Practice 
 
Qualitative aspects of educational 
practice 
 
 
Core characteristics of phenomenological research 
Guideline 1. Field-focused with 
contextual sensitivity 
 
Characteristic 2. The research should contain 
intentional relation between persons and their work. 
 
Characteristic 3. The research should reveal the 
essences, or structures, of attributed meaning 
assigned by the individual in that context. 
 
Guideline 2. The self-as-an-instrument 
of meaning making and innovation. 
 
Characteristic 4. The research should indicate the use 
of imaginative research variation. 
 
Characteristic 2. The research should contain 
intentional relation between persons and their work. 
 
Guideline 3. Interpretative character 
indicative of Critical reflection 
 
Characteristic 1. The research inquiry should be 
rigorously descriptive showing Critical reflection of 
participants and researcher in data analysis. 
Guideline 4. The use of expressive 
language and the presence of voice in 
a text. 
 
Characteristic 1. The research inquiry should be 
rigorously descriptive showing Critical reflection of 
participants and researcher in data analysis. 
Guideline 5. Attention to particulars  
Characteristic 2. The research should contain 
intentional relation between persons and their work. 
Guideline 6. Coherence, insight and 
instrumental utility 
 
Characteristic 2. The research should contain 
intentional relation between persons and their work. 
 
Characteristic 3. The research should reveal the 
essences, or structures, of attributed meaning 
assigned by the individual. 
 
 
 
 As it is humanly impossible to secure descriptions of lived experiences from participants 
while they are happening (van Manen, 1997); the main data gathering method with participants 
was the face-to-face interview. C-R, this was for two main reasons that involved dimensions of 
space and temporality. First the actual dynamics of human lived experience are such that life 
changes in an instant, so the ‘experienced-past’ is just but a moment and / or memory away, and 
as such, are tentatively fragile. Second, accessing the entire phenomenon of an individual’s 
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identity-forming practices as they are developing, is also space and time dependent on reflection, 
albeit phenomenological reflection and memory. 
 So, C-R, if we acknowledge that lived experiences are just that, lived in the past tense, if 
only a moment ago, then it follows they are only available for sharing through phenomenological 
reflections after the fact. One common research practice conducive to pre-service teachers 
reflecting upon their lived experiences is the in-person interview; either fully structured or semi-
structured (Gray, 2004; Kwan & Lopez-Real, 2009). Phenomenological reflections are best 
collected with an interview format sensitive to supporting PSTs through their “deep and thoughtful” 
reflections of the lived placement experiences; the direct focus of this inquiry. Each interview 
carries the promise of phenomenological reflections, as described by van Manen (2002) below: 
 
 Although van Manen’s explanation of phenomenology of practice (above) mentions the use 
of reading and writing as fundamental skills to this speciality of research, they are not necessarily 
the literal “reading” and “writing” skills nor the “ordinary cognitive discourses” necessary for 
functional literacy as part of the narrative process which is so familiar (van Manen, 2002).  It is the 
opportunity for the pre-service teachers” to share their experience of “reading” the feedback 
situation, “reading their own reactions to their teaching”, “reading their supervisor’s face for 
approval”, “reading” their own moments of “seeing-meaning” or “in-seeing” (van Manen, 2002) into 
the “heart of things” (Rilke in van Manen, 2002) which the interviewing context provides.   
 C-R, semi-structured interviews were chosen as the main data collecting device, supported 
with insights cultivated from the literature-as-data.  They were used as they can quickly turn into in-
depth-interviews and suitable for use with final year PSTs. This is because they are a most efficient 
and professionally respectful way of sharing for PSTs their strengths and vulnerabilities of 
professional practice from placement feedback which has strengthened their classroom practices 
as a professional teacher in a meaningful sense (Fontana & Frey, 2000). As the topic of discussion 
in interviews with pre-service teachers was these fragile lived experiences, it is important to 
discuss the methodological implications of working with feedback at this professional level. The 
following section does just that.  
Phenomenology of practice is formative of sensitive practice, issuing from the pathic power 
of phenomenological reflections.  Pathic knowing inheres in the sense and the sensuality of 
our practical actions, in encounters with others and in the ways that our bodies are 
responsive to the things of our world and to the situations and relations in which we find 
ourselves.  Phenomenology of practice is an ethical corrective of the technological and 
calculative modalities of contemporary life.  It finds its source and impetus in practical 
phenomenologies of reading and writing that open up possibilities for creating formative 
relations between being and acting, self and other, interiorities and exteriorities, between 
who we are and how we act.   
         van Manen (2002, p.11)  
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 As much as I had prepared to conduct the semi-structured interviews as the major data 
capture opportunity, I was not prepared for the methodological changes that talking about 
placement feedback would require during them. Placement feedback became a complex dynamic 
phenomenon attributed with two main methodological considerations. The first consideration 
identifies feedback contexts of formative and summative assessment shared in the one-on-one 
pre-teaching planning meetings (Christensen, 1991; Ganser, 2002; Hudson, 2007), and during-
teaching-conversations (White, 2007) and post-teaching conferences between PSTs and their 
classroom supervising teachers. The second consideration prescribes placement feedback as a 
range of self-generated practices which PSTs engage, evaluate and innovate as connections with 
teaching and non-teaching others to sustain dimensions of their professional learning and teaching 
practices (Long, 2002; Schön, 1987; White, 2007).  The lesson-planning sessions are included as 
PSTs learn their specific value in receiving professional pedagogical instruction and teaching 
expectations, hence opportunities of professional identification with developing and delivering the 
high-quality educational work of teachers. Their additional research value is in capturing the highly 
uncomfortable experiences of living-through relentless open scrutiny, professional guidance as 
criticism and directives when in the role of a less knowledgeable professional-in-the-making. It also 
included the pathic (emotional), and sensitive dimensions of being vulnerable as an adult learner of 
professional pedagogical practice, described as situations of “in-seeing” by van Manen (2007, 
p.13).  
3.4 Core Phenomenological Characteristics Valued in Educational Practice. 
 
 Of the many variations in phenomenological methodology, there are four main core 
characteristics that are assayed for exploring educational research practice and qualitative inquiry 
(Creswell, 2013; Eisner, 2017; Findlay, 2007; Padilla-Diaz, 2015). Those core characteristics 
adapted for this practice-based inquiry are included below:  
i. The research inquiry is rigorously descriptive (Bazeley, 2013; van Manen, 1990) of 
participants’ lived experiences with the researcher also explaining their own 
experience with the phenomenon (Creswell, 2013; Padilla-Diaz, 2015, van Manen, 
2014), as it contributes to deep understanding of what it is like to work with the 
lived-through experiences of the phenomenon.  
 
ii. Practice-based research (as in teacher education) focuses on the intentional 
relation between the professional (PSTs) and their work (Dall’Alba & Sandberg, 
2014); as they see the lived-through reality realised as the essence of the 
experience; personal and authenticated for themselves in their embodied perception 
(Starks, Brown & Trinidad, 2007). 
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iii. The research contributes to knowledge and understanding of the phenomenon in 
the field as the deep thematic interpretation discloses the core of shared meaning. 
This essential core is identified as assumptions or commonalities of making sense 
of the reality of the phenomenon assigned significance or value by the individual 
(Sokolowski, 2000; Starks, Brown & Trinidad, 2007; van Manen, 2014).  
 
iv. The inquiry exemplifies research innovation, distinctively flexible to modify and 
extend practice to explore the essence of the lived human experience (Eisner, 
2017).  
 
 C-R, when these core characteristics were positioned alongside main qualitative aspects of 
educational practice adapted from the work of Bazeley, 2013; Eisner, 2013; and Padilla-Diaz, 
2015, I viewed them as literature-as-data that showed alignment to each other , in Table 3-3, 
below.  
Table 3-3 Qualitative Aspects of Educational Practice Aligned to Core Characteristics of Phenomenological 
Research 
Qualitative aspects of educational 
practice 
 
Core characteristics of phenomenological research 
listed at 3.4 
Guideline 1. 
Field-focused with contextual 
sensitivity 
Characteristic (ii) An intentional relation between 
people and their work. 
 
Characteristic (iii) Exposure of the essences, or 
structures, of assigned meaning by the individual in 
that context. 
Guideline 2. 
The self-as-an-instrument of 
meaning making and innovation. 
Characteristic (iv) Indication of the use of 
imaginative research variation. 
 
Characteristic (ii) An intentional relation between 
persons and their work. 
Guideline 3. 
Interpretative character indicative 
of critical reflection 
 
Characteristic (i) Evidence of rigorously descriptive 
inquiry showing critical reflection of participants and 
researcher in data analysis. Guideline 4. 
The use of expressive language 
and the presence of voice in a text. 
Guideline 5. 
Attention to particulars 
Characteristic(ii) An intentional relation between 
persons and their work. 
 
Characteristic (iii) Exposure of the essences, or 
structures, of assigned meaning by the individual in 
that context  
Guideline 6. 
Coherence, insight and 
instrumental utility 
 
 C-R, by using Table 3-3, above, as a guide, I developed the flow of the inquiry through the 
organisation of the thesis.  I was mindful to orchestrate the unfolding of the phenomena of 
placement feedback and professional identification as a teacher from each stage of the inquiry. 
The conceptualised flow of research stages shown as Figure 3-1 (following), was developed to 
show the progression of this phenomenology of professional practice.  
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 Using Figure 3-1 (above), C-R, I developed the following thesis outline. 
Collecting participants’ data in the interviews, with 
phenomenological attitude, research philosophy and 
tenets of my methodological practice. 
Preparation for Stage 2 Data analysis 
Initial conceptualising of phenomenological design 
Practice-based epistemology 
Literature review (hermeneutic circle framework) 
Insight cultivating and data gathering 
Phenomenological interviewing and listening 
Considering data analysis to include field evidence 
  
     
Integrating a mix of qualitative, phenomenological and 
quantitative methodological dimensions 
Stage 2 Data Analysis 
Transforming emerging findings from using the triple 
hermeneutic process 
Reconceptualising relationships between further findings 
Stage 3 Data analysis 
Post final data analysis 
Revising and reconceptualising phenomenological coherency 
Sharing findings, discussion 
Literature Review: The literature-as-data approach 
Stage 1 Data analysis: - Insight cultivating in the 
literature landscapes of current educational and other professionals 
Figure 3-1 Research Design of a Phenomenology of Professional Practice 
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Table 3-4 The Thesis Outline Shown in Chapters 
 
The contribution of a phenomenology of professional practice: Pre-service teachers, 
placement feedback and professional identity formation. 
Thesis Section Thesis chapter and contents 
 
Section A  
Turning to the nature of the 
phenomenon:  
A practice-based perspective of 
pre-service teachers’ professional 
identity from placement feedback.  
Preface: - Positioned the reader as co-reader (C-R) and 
introduced the epistemological framework of the inquiry 
as a phenomenology of professional practice with a 
triple hermeneutic identified. 
Chapter 1: Set the focus on the missing data in the field 
that understands the phenomenon of professional 
identification as experienced by pre-service teachers 
(PSTs) from their placement feedback. The research 
design was conceptualised, and preliminary research 
questions identified. 
Section B  
Insight cultivating and designing 
the method of investigation: an 
eclectic hybrid 
Chapter 2: Identified literature-as-data to inform data 
analysis with participants’ data, in literatures of 
educational reform and professionalism.   
Chapter 3 Managed the flow of the inquiry as a 
phenomenology of professional practice  
by developing a mixed methodological approach to data 
analysis. This incorporated  
data collection methods to build a cache of data for an 
authentic epistemology of pre-service teachers’ 
professional practice, alongside my own research 
practice. 
The literature-as-data approach used a Hermeneutic 
Circle Framework (HCF) established in Chapter 2.  
 
Section C 
Reflecting phenomenologically: 
seeing and sharing the sense 
making in the data 
 
Chapter 4: Data Analysis Stage 1: Finding the initial 
“beneficial cache” of insights in the data. This meant 
trialling interpretive phenomenological analysis.  
Chapter 5: Data analysis Stage 2: Working with a 
Detailed Reading Approach (DRA)  
Chapter 6: Data analysis Stage 3: Synthesizing the 
essence of the phenomena in the data.  
Section D  
Sharing the flow of 
phenomenological understandings 
as implications. 
Chapter 7:  Understanding the impact of the essence of 
the phenomenon of professional identification 
experienced by pre-service teachers with their 
placement feedback. The lived and imagined future 
contribution of this phenomenology of professional 
practice for C-R, participants, the researcher, 
professional and interested others as educational 
stakeholders. 
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In the following section, 3.5, C-R, interpretative phenomenological analysis is discussed with 
emphasis on its application for some data analysis phases of the inquiry. 
3.5 Interpretive Phenomenological Analysis (IPA). 
 
 Ongoing concerns in the field for methodological and analytical clarity (Bazeley, 2013; 
Creswell, 2013; Dowling, 2007; Starks & Brown -Trinidad, 2007) prompted me to find a feasible 
way to overcome the elusive analytical transparency of phenomenological inquiry and its time 
intensive hermeneutic demands that render it equally demanding and challenging research 
practice for early career researchers and research veterans, alike (Eddles-Hirsch, 2015). 
Interpretive Phenomenological Analysis (IPA), provided the accessibility and transparency 
complementary to my study as evidenced from those already established in human and social 
sciences (Hefferon & Gill-Rodriguez, 2011; Kvale, 1983; Townsend & MacBeath, 2011; Vagle, 
2018). It is based on explorations of lived experiences of human interactions and practices through 
intense, in-depth qualitative analysis, and is more readily supported in educational research 
(Condy, Chigona, Gachago & Ivala, 2012; Crawford, 2019; Guo, Arthur & Lund, 2009, Kabilan, 
2013; Latham & Faulkner, 2009; Mäkinen, 2013; Southcott & Joseph, 2010).  
 Access to the participants’ sense-making practices was contingent upon my own 
comprehension of the literature-as-data in the field of professional identification as a teacher and 
commitment to working with a phenomenological attitude with the data of these PST participants. 
C-R, the following considerations were necessary when working with IPA. 
3.5.1Three significant theoretical considerations when working with IPA. 
 
 C-R, there were three key theoretical considerations that impacted my practice planned for 
enacting interpretive phenomenological analysis. The first was my acceptance of the main 
theoretical component of IPA is the philosophy of phenomenology, which originated with Husserl 
(Beyer, 2018), when he founded his philosophical research of consciousness or perception.  So, 
while trying to access or make sense of my participants’ lifeworld, it was important to recognize 
that it couldn’t be accessed directly or in its entirety.  Access to the participants’ professional 
lifeworld of learning teaching, was contingent upon my own repertoire of experiences of 
professional-growth-as-a-teacher and working with those as PSTs over the years.  These 
experiences were critical in making sense of the participants’ reflections during the interview 
process and beyond with their data.  Therefore, the second important theoretical concept was 
encountering Hermeneutics - the theory of interpretation (Palmer, 1969).  As IPA is conceptually 
connected to hermeneutics and theories of interpretation (Packer & Addison, 1989; Palmer, 1969; 
Smith, 2008), it also called into question the sincerity, the intentionality or the motivation of the 
participants in their interpretations of their feedback and myself in my interpretive role. The third 
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important theoretical concept for IPA, coupled with the concept of hermeneutics, is the idiographic 
characteristic indicative of this approach. The idiographic focus is the required detailed analysis of 
each data set, one-at-a-time.  The first case could have reached the entire desired research 
outcome, or it could stand as a foundational case, setting up insights with an initial coding 
framework before moving on to work with other participants in similarly detailed analyses (Smith & 
Osborn, 2007).  Maintaining the idiographic focus required my documentation of distinct variations 
of meaning encountered with the phenomenon rather than causal associations, was preserved 
throughout the analytical process.   
3.5.2 The need for deep thoughtful phenomenological interviews.  
 
 From the phenomenological literature, the following work of Karin Dahlberg (2006), below, 
identifies the significance of understanding another’s lived experiences gleaned in interviews. 
 
 Garnering meaning from the data collected from “diving” into face-to-face interviewing, is a 
widespread approach recognised for stimulating detailed reflection that validates participants’ 
experience of the researched phenomenon as their lived-through reality. Phenomenological 
interviews can also provide a receptive and supportive forum for finding the deeper underlying 
and intentional meanings that are being born, first in the relationship between subject and 
phenomenon (bolded in Dahlberg, above), as participants share with the researcher, the 
vulnerabilities of their lived experiences of placement that validated their professional practices.  
 Van Manen (2007) below, strengthens my tenets of methodological practice focussed on 
the phenomenological attitude, as tactful, and as if aligned with a version of “pedagogical care” 
with participants. He explains how acts of professional practice are constituted, embodied and 
shared with others in a well-developed and intentional phenomenologically sensitive language.   
The search for meaning is a question of diving below the surface and finding the deeper 
underlying and intentional meanings that are being born, first in the relationship between 
subject and phenomenon, but in research also in intersubjective relationships. Not least, 
there is the great challenge of understanding and explicating meaning of another’s 
experience.            
     Dahlberg, (2006, p. 16)  
The competence of professional practitioners is itself largely tied into pathic knowledge. 
Professional knowledge is pathic to the extent that the act of practice depends on the sense 
and sensuality of the body, personal presence, relational perceptiveness, tact for knowing 
what to say and do in contingent situations, thoughtful routines and practices, and other 
aspects of knowledge that are in part pre-reflective, pre-theoretic, pre-linguistic. If we wish 
to further study and enhance such pathic dimensions of professional practice, we 
need a language that can express and communicate these understandings. This 
language needs to remain oriented to the experiential or lived sensibility of the 
lifeworld. 
                                                                                  van Manen, (2007, p. 21) 
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 C-R, the bolded section above, guided my planning for the phenomenological interviews. 
Further confirmation of the capacity of interviews as a reliable source of high-quality data collection 
with lived phenomena of such professional significance as placement feedback, was also found in 
van Manen’s reference (above) to the importance of the language choices when working in a 
phenomenology of professional practice throughout the research inquiry. Interview transcripts 
would remain as textual evidence, albeit phenomenological texts after analysis, that would hold 
great value in learning the lived-through reality for participants forming authentic practices of 
professional growth. To find or access the strength of a phenomenology of professional practice I 
needed to instigate the means, organise the interviews, that would end up as transcribed texts to 
interpret and represent them as phenomenological writing: in the form data analysis.  Structured 
interviews are not the preferred phenomenological way.  Phenomenology asks for patience from 
the researcher to coax the phenomenon to reveal itself in its natural state and so semi-structured 
interviews were chosen.  They would provide ample opportunities for open-ended questioning, 
identity-storying and core reflections on feedback as a professional. 
 The following Table 3-5, (below), C-R, shows the importance of semi-structured interviews 
for this qualitative research (Seidman, 2019). 
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Table 3-5 Rationale for Semi-structured Interviews Relevant for this Research 
  
  
 
 
 
 
 
 
 
 
 
 
 
 
 C-R, the narrative of professional identity (Rodgers & Scott, 2008; Winslade, 2002) by 
participants included seeking and processing feedback from others, including classroom 
supervising teachers, and engaging in ‘other-orientation’ to judge what they needed to do to shape 
their professional growth as a teacher in response to this feedback (Winslade, 2002).  Their ability 
to focus on the “other person” through feedback mediation and self-disclosure (Beebe, Beebe & 
Redmond, 2016) is critical for their learning and professional development.    
 Due to the dynamic nature of human experience from moment-to-moment, it is impossible 
to secure descriptions of these experiences as they are happening (van Manen, 1997), and 
consequently to also access the comprehensive phenomenon of an individual’s identity-forming 
practices as they develop.  In this sense, all “lived experiences” recounted in interviews or in any 
form of data, are phenomenological reflections, after-the-event and reliant on the recall abilities 
and the readiness of the participant to share.  This situation being the case for all research asking 
for self-reporting as a form of data collection, phenomenologically-supported interviews are shown 
Theoretical support  Relevance for this research 
 
  
(i) The dynamic nature of human 
experience makes it impossible to 
secure descriptions of it as it unfolds.  
Phenomena and events do not match 
directly, neither in entirety nor static in 
description in only one constant 
account (van Manen, 1997, 2008).   
 
Professional practice experiences of placement 
feedback described by PSTs are unable to be 
captured or shared as they are happening.  
Interviews after the experience of the 
phenomenon were considered to give as 
‘personally experienced’ data as humanly 
possible.  Yet, interviews cannot be taken as an 
‘absolute truth’ nor can they be seen as 
authentic replacements for actual real-time 
observation of the stated phenomenon. C-R, 
there are many technologically complex ways to 
access reliable versions of reflected accounts of 
the phenomenon. 
 
  
(ii) Interviews are the best medium for 
the meaningful collection of teaching 
reflection which strengthens classroom 
practice (Fontana & Frey, 2000; Gray, 
2004; Kwan & Lopez-Real, 2009). 
 
Interviewing, as an evidence gathering tool, is 
an efficient and professionally appropriate way 
of sharing accounts of feedback analysis by 
PSTs thus strengthening their sense of 
themselves as teachers through their classroom 
practice. 
 
  
(iii) Semi–structured interviews allow for 
the collection of “deep and thoughtful” 
reflections in a qualitative research 
project (van Manen, 2002). 
 
 
The relatively open-ended format of the 
questions secured PSTs’ detailed core 
reflections (Korthagen, 2007) of their lived 
experiences of feedback analysis for their 
professional growth as a teacher. 
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to assist teachers and PSTs to reflect effectively upon their lived experiences of teaching (Gray, 
2004; Kwan & Lopez-Real, 2009; Thomson, 2008). The type of interview needed to produce data 
for any researcher is reliant upon a dynamic range of variables (Kvale & Brinkmann, 2009). The 
requirements of the researcher, the audience, the participants, the funding organisation and so on, 
determine the type, timing, and organisation of the interview, and impacts those interviewed.  
 As outlined by Brinkman and Kvale (2014), C-R, the phenomenological interview is a form 
of in-depth conversation or consultation seeking to access the essence of the individual’s 
experience, as close as possible to sensing the phenomenon as if you were there. Being 
conscious of safeguarding participant’ phenomenological reflections proved an apt and effective 
way of sharing in their lived experiences of feedback.  It was particularly valuable in that 
interactional and relational aspects of working with feedback were revealed by PSTs enabling me 
to ‘see’ their practice. In the following extract, van Manen (2002) discusses the pathic (deep and 
thoughtful) circumstances in which dimensions of professional practice can be encountered.   
 
 C-R, although van Manen’s explanation of phenomenology of practice (above) mentions 
the use of reading and writing as fundamental skills to this speciality of research, he clarifies that 
they are not the literal “reading” and “writing” skills nor the “ordinary cognitive exchanges” 
necessary for functional literacy as part of the narrative process. It is the opportunity for PSTs to 
share their experience of ‘reading’ the feedback situation and being in it, ‘reading their own 
reactions to their teaching’, ‘reading their supervisor’s face for approval’, ‘reading’ their own 
moments of ‘seeing-meaning’ or “in-seeing” into the “heart of things” which the phenomenological 
interviewing context can provide (van Manen, 2002, 2007). These sensitive pathic dimensions of 
‘reading their lived experiences as a teacher’ allowed PSTs to describe the “heightened 
emotionality” of their practices as they transformed their feedback for a sense of themselves as 
teachers through their teaching practice improvements and documented by their supervisors (van 
Manen, 2002).  
3.5.3 Engaging participants - Engaging data. 
 In every stage of the research design, integrity for the research processes with all involved 
was an intentional design feature.  Now, in the following descriptions of the research process, 
practices to enact research integrity were intentionally built into every participant contact, real or 
Phenomenology of practice is formative of sensitive practice, issuing from the pathic power 
of phenomenological reflections.  Pathic knowing inheres in the sense and the sensuality of 
our practical actions, in encounters with others and in the ways that our bodies are 
responsive to the things of our world and to the situations and relations in which we find 
ourselves. Phenomenology of practice is an ethical corrective of the technological and 
calculative modalities of contemporary life.  It finds its source and impetus in practical 
phenomenologies of reading and writing that open up possibilities for creating formative 
relations between being and acting, self and other, interiorities and exteriorities, between 
who we are and how we act.         
   van Manen, (2002, p.11.) 
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virtual; and embedded in the stages of my critical review through data gathering and analysis to the 
writing of this account.  Embracing a phenomenological attitude, my tenets of methodology, my 
research philosophy and other phenomenological tools, the next challenge was to start working 
with participants.   
 Participants were drawn from a teacher education facility at River Reach University, across 
two campuses. The size and standing of this university as a research and eminent teaching 
institution consequently makes it a prime choice for those wanting to secure a career in research or 
education or both.  With a significant number of teacher education students / pre-service teachers 
based either at a metropolitan campus or a regional/rural campus, River Reach University was an 
ideal place in which to conduct the study.  The cohorts of Final -Year teacher education students 
were approached to join the study. Initially, students were either contacted in teacher preparation 
program tutorials, post placement, or via a secure student bulletin online linked to their course 
administrator.  In Data Collection One, 6 participants, volunteered from the cohort of teacher 
education candidates from the Professional Year cohort, consisting of undergraduate and 
graduate-entry students.  Data Collection Two was with the same program cohort of teacher 
education students invited to participate. Table 3-6 following, shows the demographic information 
summarised in one visual frame. 
Table 3-6 Participant Demographic of River Reach University 
 
 
 
 
 
 
 
 
 
 
  
Location / Cohort Middle Year 
School 
Dual 
Degree 
Graduate 
Diploma 
Total 
number 
 
Rural Campus  
2 
 
3 
 
1 
 
6 
 
Males 1 0 1 2 
 
Females 1 3 0 4 
 
Metropolitan    
Campus 
 
0 
 
0 
 
6 
 
6 
 
Males 0 0 4 4 
 
Females 0 0 2 2 
 
Totals 2 3 7 12 
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 C-R, in the next section the research contexts are explained, and the participant 
recruitment process described in more detail. 
 
 The research was carried out across two campuses of the River Reach University, a rural, 
regional campus and a busy metropolitan campus. Ethical clearance in accordance with the 
university’s requirements was sought from the School of Education at River Reach University and 
gatekeeper permission was granted to approach staff members (program directors) to meet 
students in class cohorts, seeking volunteer participants.  The first data capture was on the rural 
campus with the “professional year” cohort’s six participants, interviewed individually over the 
course of two weeks, in the campus library, group study rooms.  Although some difficulties in 
booking the times with the participants included professional placements (internship attendances) 
and some casual work and family commitments, interviews were conducted in accordance with the 
conditions of the ethical clearance committee.  All six participants expressed their appreciation of 
the opportunity to share their experiences as some considered that this was their last chance for a 
professional de-briefing before they graduated. 
 The metropolitan campus cohort was a different cohort in a different context.  To gain extra 
contextual information about the professional placement situations of the participants, e-mail 
contact was established early in the second data capture.  A contingency plan in the research 
design sees access difficulties minimised.  On-line introduction and induction into the research 
project happens conveniently via a secure university administration e-mail portal, allowing the 
professional research relationship to commence, providing a secure research identity for the 
participants before we could meet in person for the interview, and providing a participation-tracking 
mechanism for both researcher and participant. Although access difficulties included time restraints 
due to professional placements and some casual work and family commitments of the participants, 
interviews are conducted in accordance with the conditions of the ethical clearance committee of 
the River Reach University 
3.4 Data analysis: 3 dynamic stages and components. 
 C-R, data analysis with transcriptions was sorted into three dynamic stages of dwelling-
with-and-sensing-the-data, based on methods of phenomenological analysis (Creswell, 2017). 
Other insights were condensed from informal contact with participants, in person and / or email, 
prior to the interview.  One-on-one conversations, or what van Manen (2004) considers as “real 
conversations” with each pre-service teacher, provided opportunities to establish a relationship of 
professional tact (O’Hara, 2015; van Manen, 1990); in which we could experience dialogue with 
each other laden with thoughtfulness, openness and professional comradery, beneficial for sharing 
their ways of working as intentional professional practices.  Documenting my own lived experience 
descriptions before, during and after each contact (anecdotes / memos) as recommended by 
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seasoned qualitative researchers such as Pat Bazeley (2013), Australia; Graham Gibbs (2011), the 
United Kingdom; and Max van Manen (2014), Canada; afforded me insight cultivation of “what it is 
like” (van Manen, 2014, p. 35) for participants to contribute to the research project.   
 My own relatively recent lived experiences as a Professional Learning Officer from a 
regional university, supporting pre-service teachers with placement visits, also added to my 
repertoire of practice of working with final-year-pre-service-teacher-others.  It helped me 
understand initial indications of these participants and their practices as professional.  I had 
experienced them as insights in their moments of ‘the living now’ (van Manen, 2014, p. 34) as 
contact conversations, as they unfolded in real or virtual pedagogical professional spaces.  
 The following cyclic, iterative process of data collection and analysis was carried out:  
• Insight cultivation and annotations (emails as well as placement artefacts) 
• Interviewing experiences (annotated) and MP3 recordings of each participant 
• Digital data (MP3 recordings) of interviews were listened to over and over, 
annotated and transcribed;  
• The transcripts were prepared for analysis.   
 
 
 The following details of engaging with data, either collecting it or analysing it, were adapted 
to a phenomenologically adjusted way of working with the research topic, phenomenological 
research questions, and tenets of methodological practice, all in tune with my research philosophy.  
C-R, as discussed in Chapter 2, a systematic literature review was not suitable for working in this 
iterative, and phenomenologically sensitive interpretive manner, so I established a literature-as-
data approach using a hermeneutic circle framework (Boelle & Cecez-Manokovic, 2010), see 
Chapter 2. 
 Getting organised to work with participants’ data meant setting up core reflective routines 
such as a research journal and establishing the relational processes of meeting to start data 
collection.  C-R, these practices like most human research activities, are fundamental to becoming 
and being a phenomenological researcher, involved careful organisation and quality time to 
communicate with fellow researchers (peers and my supervisors) to document procedures; all 
behind-the-scenes things, crucial for my own quality preparations, yet seemingly invisible to others 
(van Manen, 2007).   
 Like all good decisions to carry out human science and qualitative research, this inquiry 
required methods adapted here to reflect a heightened awareness of the many details of securing 
rich data that characterises qualitative and phenomenologically attuned research. Details like being 
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true to the phenomenological intention to achieve authenticity, by being iterative, systematic and 
based on the lived and intersubjective experiences of the participants to achieve success of the 
inquiry (Bazeley, 2013; Smith & Osborn, 2007; van Manen, 2007; Wertz, 2005). C-R, many things 
in the way I was preparing to “do” the research became exercises of intentional regard for integrity 
with the participant’s data as evidence of the quality of their professional practice.  It was the 
strengthening of my research capacity with the phenomenological attitude.   
 The day-to-day workings with the data involved revisiting it, in all its forms; my field notes, 
the literature-insights-as-data, interview  transcripts and the MP3 digital voice recordings to quality-
proof the “thick discriptions” (Geertz, 1973; Holloway, 1997) in this triple hermeneutic of analysing 
a phenomenology of professional pedagogical practice.  Not only did I “in-see” meaning in the 
transcripts and voice recordings as sites for exploration and sense-making; but also attended to 
myself as if a research instrument, needing “phenomenological” adjustment, sharpening and 
calibrating to grasp the sustained Critical interpretive analysis required.  Used as an interpretive 
application, my phenomenological attitude positioned me to “appreciate” the value of feedback-
mediating practices of PSTs, seeking a sense of themselves as fully-fledged teachers.   
 C-R, I literally prepared for highly comprehensive results by surrounding myself with all 
forms of data at each interpretive session. By reading and re-reading the transcripts at the same 
time as listening to the voice recordings, I honed my critical listening skills and developed an 
interpretative scaffolding by marking “chunks of meaning” with text highlighting.  
 The earliest phase of analysis using IPA required pathic (emotional) and theoretical 
commitment (van Manen, 2007), to setting up and trialling procedures and processes that 
honoured each person’s data as entrusted evidence of their cognitive, linguistic, affective and 
physical being as a PST, active in multiple social and workplace contexts of their life- world (Smith, 
2008) as a professional teacher.  So, by continuing to engage a phenomenological attitude / 
perspective in this focussed interpretive phase; I was also privileged to the impact of professional 
conversations, and the forming of professional judgement for improvement and self-control with 
their emotions in intense supervision circumstances and the interplay between all these things 
(Smith & Osborn, 2007).  
 Although semi-structured interviews are important for access to the placement lifeworld of 
the participant, to the reflective, pathic in-seeing of their being (van Manen, 2007), I also worked 
with the additional literature-as-data approach to confirm my professional judgements throughout 
the analysis phases.  C-R, by working with IPA in this initial data analysis phase, I was also 
reminded, that as is generally the case with qualitative research and phenomenological inquiry, 
there is no single, definitive, linear way to “do” analysis (Mutch, 2009; Smith & Osborn, 2007).  
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        Strauss & Corbin (1998, p. 47) 
 C-R, as Strauss and Corbin reminded (above), insights happen intentionally because of the 
capacity, or phenomenological attitude of the researcher to engage with the data. This is the 
beginning of the phenomenological epoché as the way in which “the phenomena give and show 
themselves in their uniqueness” (van Manen, 2014, p.220).  Insight cultivation as a research 
strategy (Bazeley, 2013; van Manen, 2014) started early in the thesis in Chapter 1 (refer to 
Chapter 1, 1.2.6) with identification of the research problem and continued into Chapter 2 in the 
teacher education literatures touched by it.   
3.4.2.1 Insights into recurrent issues in the field. 
 Insights located in the literature led to identification of the research problem as a ‘crisis of 
confidence’ that was a widespread public expression of doubt in a better future for our school 
children, locally, nationally and internationally. C-R, this crisis was not only one with the perceived 
quality of teachers and teaching candidates or the standard of their work as educational and 
public-service professionals; but also, an issue of widespread misgivings in teachers’ authenticity 
as committed professionals (Dall’Alba, 2009; Day, Kington, Stobart, & Sammons, 2006).   
 From Chapter 2, fierce stakeholder interest pursues the biggest equity issue in education; is 
the need for a quality teacher in every classroom (Donnelly, 2014; Gore, 2015; Pyne, 2014; Riddle, 
2014; Zyngier, 2014).  The issue continues as seriously problematic when Australian students 
characteristically underachieve in comparison to their Asian counterparts (Jensen & Reichl, 2011).  
  
3.4.2.2 Sources of insight cultivation.  
 Having adopted the literature-as-data approach (Bazeley, 2013; van Manen, 2014) and 
applied it in Chapter 2 to commence connection with the professional literatures under review; I 
regarded insight cultivation, as a distinctive, deliberate and very productive (high quality) research 
activity, that was a methodological practice fundamental in data analysis.  Starting insight 
cultivation with the literature signalled that Stage One data analysis had commenced. Looking, 
searching and scanning for ideas in others’ work (Bazeley, 2013; van Manen, 2014) consisted of 
collecting information from a range of diverse sources, as shown below in Data Box 3-1.  
  
 Insights do not happen haphazardly; rather they happen to prepared minds  
 during interplay with the data.                                   
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 C-R, the relevant sources prior to data collection as shown are inclusive of chapter 
numbers (Ch.1 = chapter 1). 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data Box 3-1 Sources of Insight Cultivation Prior to Participants’ Data Collection 
 
3.4.2.3 The Hermeneutic Circuit Framework (HCF) 
 The hermeneutic circuit framework was a methodological device established in 
Chapter 2 that characterised the literature-as-data approach used to analyse selected literatures 
as others’ data in the field. Representative of hermeneutically attuned ways of working with 
literature-as-data; the circuit is shown as Data Box 3-2 below. It is two interconnecting hermeneutic 
circles, a Micro Inner Circle of Search and Acquisition, and a Macro Outer Circle of Analysis and 
Interpretation.  
 C-R, the data box shows the reviewing process as a perpetual re-constituting of insights 
through processes of searching, acquisition, analysis and interpretation, that hold the two 
interconnecting circles in the process of an iterative circuitous analytic of hermeneutically sensing 
the literature-as-data.  Insight cultivators collected at the sites around the circles were conceptually 
informed rather than only associated by language choices (Bazeley, 2013). The two hermeneutic 
circles of the literature circuit are shown below, as Data Box 3-2. 
Source and Chapter 
 
Media reports of public and political reforms in education (Ch.1, Ch.2) 
 
My lived experiences of informal “real conversations” with participants (PSTs) prior to 
interview (Ch. 3) 
 
My self-insights as an experienced teacher and teacher educator (Ch. 3) 
 
Other theses using phenomenological methodology, local and international 
 
Professional bodies’ websites and publications (Preface, Ch.1, Ch.2) 
 
Professional conversations 
 
Research organisations worldwide, e.g., Vitae in the U.K. 
 
Selected literatures of teacher education (Ch.1, Ch.2) 
 
Stakeholder websites, publications and YouTube videos, podcasts 
 
The exemplar – a transcript selected for exemplar significance (van Manen, 2014) as 
representative of the quality of data in the inquiry  
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 C-R, both circles have been separated (below) to focus on their methodological  
significance. Discussion of the research activities at each site follows each separated circle. Figure 
3-2 (below) shows the Micro-Inner Circle of the literature-as-data approach depicted separately.  
     
  
                                                                                 
                
Writing of Literature 
Review  
Phenomenological writing 
of the literature-as-data 
approach 
  
 
   
 
   Initial Insight  
Cultivation  
  
  
Selecting 
Sorting 
Searching 
Acquiring  
Detailed Reading Approach  
Refining 
Identifying 
THE OUTER CIRCLE 
Analysis & interpretation 
THE INNER CIRCLE 
Search and acquisition 
Data Box 3-2 The Inner and Outer Circle 
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Figure 3-2 The Inner Circle of the Hermeneutic Circuit Framework 
 
 C-R, in the figure above (Figure 3-2), the size of each site (circle) is only an artistic 
representation and not indicative of time required for review proportional to other sites, the number 
of skills required, or the research value assigned to the skill.  
 Overleaf Table 3-7 contains information of each process (activity) at the various sites of the 
Inner Circle of Searching and Acquisition. 
  
Micro-Inner Circle 
Searching & Acquisition 
Acquiring Detailed Reading 
Approach
Identifying 
Refining Searching 
Sorting
Selecting
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Table 3-7 Inner Circle Sites, Research Activities and Hermeneutic Circuit Framework 
Inner circle site Research Activity 
Searching and 
clustering 
This is an iterative process that consolidates reading and 
identifying together, for field searches, meta searches and cross-
referencing searches. There is specific scanning of each source 
for conceptual meaning rather than an author’s (Boell & Cecez-
Kecmanovic (2010). It was better to cluster feedback data-in-the-
literature as it is a multi-dimensional and dynamic part of many 
professional processes found as “site-specific actions” (Miles, 
Huberman & Saldaña, 2013, p. 280) of assessment, 
communication, learning and support. I found clustering was very 
close to a thematic assigning activity as it is “a process of moving 
to higher levels of abstraction” and an “iterative sorting of things” 
(Miles, Huberman & Saldaña, 2013, p. 280) into groups of similar 
meaning. 
 
Sorting Assigning identifications to concepts into separate dimensions 
that incorporate areas of interest around the phenomenon and 
assigning a position to them. 
 
Selecting 
 
This is a decision-making/meaning-making process after 
searching and sorting that requires some system of appraisal or 
judgement in which the researcher follows either/or citations, 
abstracts, comparing findings and contexts, to secure insight into 
the topic. I chose research questions, as shown in Chapter 2. 
 
Acquiring 
 
C-R, the very over-looked nature of problem-setting (finding the 
phenomenon right before your eyes) in a phenomenological 
inquiry, is contingent upon securing the literature-as-data as a 
hard copy, a digital copy, or a podcast or vodcast; any format that 
holds potential insight for pursuit of the research goal. I found 
storing or importing all versions of literature-as-data into NVivo an 
excellent strategy when analysing participants’ data. 
 
Detailed 
Reading 
Approach 
 
Whether analytic, critical, holistic, phenomenological or the 
Detailed Reading Approach (Iser, 1987; Roberts, 2000; van 
Manen, 2014; Wallace & Wray, 2011); reading is pivotal to the 
research process coupled with core reflection (Korthagen, 2014). 
It allows access to deeper meaning in literature, interviews and 
my anecdotal research notes as data. There is almost the need 
for “hermeneutic reading” with a phenomenological sensitivity, an 
orientational reading, with freshly found hermeneutic tendencies 
in reading the professional-literatures-as-data. 
 
Identifying It involves collecting strands of understanding that eventually 
create a web of meaning or seeing something anew as if it 
embraces something different, so you can recognise it, “seeing 
as” (Bazeley, 2014, p.83) a transformed essence. Identifying 
concentrates on features or patterns in the text or contexts for 
traces of shared themes, ideas, experiences, authors and 
participants in a field. It includes making connections between 
concepts that lead to knowing a newly found association, 
relationship or connection. It becomes ‘deep learning’. 
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 C-R, the positioning of arrows in Figure 3-3 (following) intentionally represents the iterative 
process of swapping from one site to the other and back again, as it occurred in the flow of the 
reading-for-insights-in-the-literature-as-data research process.
 
Figure 3-3 The Macro-Outer Circle / Hermeneutic Circuit Framework 
 C-R, initially there was no established way to enter either the inner or outer hermeneutic 
circle, contrary to Heidegger’s (2002) position that the hermeneutic circle should be entered from 
the site of Searching. I cannot claim that the Inner Circle flowed into the Outer Circle or vice versa, 
as skills from the Inner circle sites were embedded in the process of reviewing at the level of the 
Outer circle, and vice versa. The skills from the Inner Circle were subsumed in the analytic and 
interpretative phenomenon of reading-the-literature-as-data.  
mapping 
and 
classifying
critical 
assessment
argument 
development 
literature-as-data 
interpreted and 
represented as  
phenomenological 
writing of the 
review
research 
problem-setting 
and questions
Searching for 
insights in the 
in others' data
Macro- Outer 
Circle 
Analysis and 
Interpretation
 
Refining 
 
Search strategies are determined nearer the situation, the 
subjects, the phenomenon or other dimensions to improve 
accuracy of literature searches. The iterative nature of searching 
underpins the view that understanding is built up layer by layer, 
by accumulating and culling for clarity. It is the dynamic spiralling 
and funnelling of concepts into other areas of association and 
secure connection. 
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 The Outer Circle was left at the point of the phenomenological writing of the literature 
review.  When literature was needed to update the inquiry with insights in other stages, e.g., data 
analysis, and synthesis of the data, so the hermeneutic sites were visited again.  A summary of 
movements of insight cultivation around the circuit of the two hermeneutic circles of the framework 
(HCF) presented overleaf in Table 3-8 was based on Boell & Cecez-Kecmanovic (2010, 2014). 
 
Table 3-8 Macro-Outer Circle Sites / Hermeneutic Circuit Framework / literature-as-data 
Outer circle site Activity 
Research problem / 
problem-setting 
Problem-setting was identified by Schön (1989) as a research 
dimension that held more consequence for the professions, as 
he regarded it as pivotal for the development of professional 
practice. This prompted his call for an epistemology of practice 
to be established to support the work of professionals. In this 
inquiry, it involved locating evidence in existing knowledge of the 
field that covered this inquiry’s research focus. That being of 
professional identification a teacher for pre-service teachers with 
their placement feedback in the intersecting literatures of 
professionalism and professionalisation at the professional 
experience placement.  
 
Mapping & classifying 
the literature 
Mapping of ideas, this is a level of analysis ... countries, cohorts, 
education sector or conceptual framework, methodological and 
knowledge claims started from reading the literature. 
 
Critical assessment  This was part of the flow of specific analysis that is built into 
Critical analysis as part of the Critical reading process. It 
challenged the horizon of possible meanings (Fry, 2009) of what 
characterises feedback at professional placement. It meant 
making decisions about authors, research methods, countries of 
origin of the study and the findings and research questions set, 
to name a few. 
 
Argument 
development 
Established justification for further research in the form of this 
inquiry. It was crucial for the phenomenological writing process 
and was set up from mapping the research gap and organization 
to critical assessment.  
 
Literature Review  
 
Literature-as-data 
approach selecting  
research questions 
already in the field 
Data boxes (Bazeley, 2013) were used as a strategy in Chapter 
2 and throughout the thesis, designed to support C-R two-fold. 
First, in focussing on the significant questions and findings in the 
focus literatures-of-evidence of lived experience already in the 
field. And second, they were a very effective way of presenting 
insights and participants’ evidence, so they could form the 
professional epistemological framework of this practice-based 
inquiry, albeit experiential learning as enacted as professional 
identifications at the placement.  
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3.4.2.4 Freshly found hermeneutic tendencies in reading literature-as-data 
 C-R, while working with the literature-as-data and to sustain the methodological integrity of 
this inquiry, I extended my critical reading skills with intentional “hermeneutic tendencies” sifted 
from selected phenomenological literature (Iser, 1980; Roberts, 2010; Vagle, 2018, 2016; van 
Manen, 2014).  I understood that I was doing something more intense than ‘critical reading’ or 
‘analytical reading’, for it went beyond reading, as I had previously known it.  I was reminded by 
researchers Wallace and Wray, below, that a critical reading approach is one in which you must 
assess the value of features or dimensions of information that you find in the text. 
      Wallace & Wray (2011, p.11)  
 I read carefully, with a hermeneutic sensitivity (Creswell, 2017), screening literature for 
feedback practices and identity-forming practice linked to teacher and pre-service teacher 
professionalism. C-R, scrutiny of this depth was necessary to locate evidence of knowledge of 
professional identity experiences voiced in texts of scholarly literature; knowledge as participation 
or understanding of professional identity-work held by teachers and others; and knowledge as 
personal experience, or as evidence of an individual’s sense-of-self-as-a-professional and or 
professional teacher (van Manen,1995).   
  The backgrounding insights from the literature-as-data approach aided identification of the 
research problem and proved pivotal in conceptualizing and formulating the research questions. 
The research questions are represented below in a funnelling and iterative movement in the Data 
Box 3-4 to represent the lived-through experiences as I prepared for data analysis armed with 
insights-from-the-literature-as-data. The swirling- iteratively-funnelling-movement created by the 
relationship of the sub-questions to the main research question, shown as double-ended arrows 
indicates that each site from the hermeneutic circuit framework was accomplished to a stage that it 
was ready for working with participants. It was by no means a completed circuit, never to be 
revisited again in the inquiry. C-R, I selected the word ‘accomplished’ to intentionally indicate that 
cultivating insights in the data would not be finished, only ever suspended for the sake of 
completing the inquiry. 
The skill of critical reading lies in assessing the extent to which authors have provided 
adequate justification for the claims they make. This assessment depends partly on what the 
authors have communicated and partly on other relevant knowledge, experience and 
inference that you are able to bring into the frame.   
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The main research question: What is the contribution of placement feedback to pre-service 
teachers’ professional identity formation? 
 
Data Box 3-3 The Funnelling and Iterative Relationship of Research Questions 
 
 C-R, other insights were condensed from the informal contact experiences with 
participants, in-person and by email, prior to the interview. The one-on-one conversations, or “real 
conversations” with each PST provided the opportunity to establish a relationship of professional 
tact (O’Hara, 2015, p. 52; van Manen, 1990, p. 139); in which we could experience the essence of 
being in dialogue with each other with thoughtfulness, openness and mutual regard for working 
together, beneficial for documenting their professional ways of working as intentional practices.   
RQ2. Which duties of 
teachers' work 
provided PSTs with 
placement feedback 
that was totally new, 
unexpected, enjoyable 
or otherwise?
RQ1. What core 
values of 
teaching and 
learning were 
challenging or 
affirming for 
PSTs from 
placement 
feedback?
RQ4. What 
features of 
placement 
feedback helped 
PSTs develop a 
sense of 
themselves as 
teachers?
RQ3. Which dutiesof 
teachers' work 
provided pre-service 
teachers with 
placement feedback 
that was totally new, 
unexpected, enjoyable 
or otherwise?
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 Documenting my own lived experience descriptions before, during and after each contact in 
NVivo under Anecdotes / memos, as recommended by seasoned international researchers such 
as Pat Bazeley (2013), Australia; Graham Gibbs (2011), the United Kingdom; and Max van Manen 
(2014), Canada: afforded me invaluable insights sourced and cultivated, priceless data and 
research experience that gave me an appreciation of “what it is like” (van Manen, 2014, p. 35) for 
participants to contribute to the research project.  
 My own relatively recent lived experiences as a Professional Learning Officer supporting 
pre-service teachers from a different university further afield in Queensland, also added to the mix 
of insights as it provided me with a repertoire of comparative experiences of final-year, PST others.  
It also helped me to understand the individual investments and catch professional glimpses of 
these participants and their practices which I experienced as micro moments of ‘the living now’ 
(van Manen, 2014, p. 34) during contact conversations, as they unfolded in real or virtual 
pedagogical / professional spaces.  
 The cyclic, iterative process of data collection and analysis was carried out as follows:  
• Insight cultivation with literature in a range of formats and sources, included emails 
as well as placement artefacts volunteered. 
• Interviewing experiences (annotated) and MP3 recordings of each participant 
• Digital data (MP3 recordings) of interviews were listened to over and over, 
annotated and transcribed;  
• The transcripts were prepared for analysis.   
  
 120 
 
3.5 The ‘reading’ of the data: The detailed reading approach (DRA) and critical reading. 
 C-R, data took many forms: the literature-as-data, the participants’ digital voice recordings, 
the incidental conversations in person, prior to interviews, their interview transcripts, my own 
anecdotal notes and participants’ electronic communication (emails) including their placement 
artefacts of written feedback and formal appraisals. The sheer volume of data from participants 
was daunting, given I had naively spoke to each individually and confidentially, that I was happy to 
receive any form of feedback that they were comfortable to share with me. So, started our 
conversations, our clarifications about what matters constituted feedback. So, C-R, the “reading’ of 
the data was not any ordinary technical task of reading for information. 
 
 C-R, two types of documentation were secured in a scan of the research environment.  The 
first was grey literature, i.e., publicly available policy documents from government agencies, 
professional bodies and educational organisations; such as the professional standards, educational 
publications and some examples of information from the world-wide web, such as teacher education 
legal documents for professional placement and student handbooks. The first type collected was 
from the institutions or their websites and provided important contextual information regarding the 
professional expectations of pre-service teachers held by the River Reach University as a teacher 
education facility, the classroom supervisors as mentors, school leaders, community leaders, 
prospective employers and professional teacher registration organisations about their professional 
development and learning in the role of pre-service teachers, part of the implicit professional 
discourse of the placement.  Publicly available policy documents relating to the professional 
standards for teachers and pre-service teachers were either downloaded or collected where 
possible, from the organisations involved.   
 The second was artefacts offered voluntarily by participants and included e-mails 
(containing reflections of their feedback encounters at their professional placement) via their River 
Reach University student log-on, and formal feedback assessment forms, not included in analysis 
as this was not the focus of this study. After the interviews, participants were invited to e-mail 
further phenomenological reflections on feedback to add to our professional conversations.  Some 
particularly relevant core reflections were e-mailed to me adding “rich” contextual information that 
proved valuable background insights to the interview data, not critically analysed. 
 Beyond the well-accepted critical reading process foundational in qualitative research 
(Bazeley, 2013; Creswell, 2003; Creswell & Poth, 2017; Denzin & Lincoln, 2017; Miles, Huberman 
& Saldaña, 2014; Wallace & Wray, 2016); I was motivated by phenomenological others in the field 
(Vagle, 2018; van Manen, 2014) to look for a deeper-engaging-with- phenomena-in-the-field to 
access the meaning in the data. C-R, I was keen to prepare for data for analysis, by approaching it 
with the insights I had already collected in the literature-as-data. I needed a critical screening 
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process that would actualise a “phenomenological-reading-of-the-literature-as-data”, a system 
productive across all data texts. The following paragraphs contain my adaptation of a detailed 
reading approach, from van Manen, (2014) that was used with all stages of analysis with 
participants’ contributions as data. 
 The original voice recordings from the interviews were listened to as I followed along with 
text transcription in hand.  C-R, I read it openly first, silently, without research questions in mind, to 
grasp the participant’s expression for meaning in its broadest sense (Wertz, 2005).  I then read it 
out aloud, to myself and followed along with the participant, as I wanted to “sense-experience” 
(van Manen, 2014, p. 83), as if sensing-the-data-in-the-making.  Van Manen explains that sense-
experience is a term first examined by Hegel (1979), as the simplest form of consciousness. 
 
 The activity of ‘sensing-the-data’ involved sitting with the actual transcribed texts in front of 
me, the same text on my laptop screen and the digital recorder at arms’ length, with ear-plugs in 
and following the flow of the interview. I was effectively surrounding myself with as many senses as 
possible as evidence-re-creating-the-interview on the day to start the interpretive juices flowing. C-
R, true to the holistic nature of IPA and phenomenology of practice, data analysis of the texts from 
participants, commenced with the entire verbatim transcript readings and re-readings, several 
times, to gain an overall sense, “in-seeing”, “seeing-meaning” (van Manen, 2007, Wertz, 2005) of 
the feedback experiences.  Each reading held the potential for new insights into the lived 
experience descriptions (Smith, 2003), that represented participants’ professional identity 
practices.  On the first critical reading, the transcribed text was scanned for specific disclosures of 
feedback and identity-forming practices as meanings emerged from the research turns. The critical 
moments were identified with a light-coloured highlighter. This process continued for the whole of 
the first transcript and text boxes.  As more implicit meanings, not “transparently available” (Smith 
& Osborn, 1998), were obtained through sustained critical engagement for interpretation, the same 
highlighted text was revisited.  The second critical reading activity was a critical reading of the 
transcript text for information central to the research question.  This time a highlighter of darker 
colour was used over the top of the lighter shade that indicated a transition of meaning closer to 
the essence of feedback and/or professional identity forming.  The blended colour literally 
transformed the text with core reflections (Korthagen, 2004) revealed in the concrete discriptions.  
 When I chose DRA to work with transcripts, I did so to reach a depth of interpretation 
yielding high quality results (Bazeley, 2013; van Manen, 2014).  The Detailed Reading Approach 
involved slowing analysis down even further than the line-by-line, IPA-based approach used in 
Stage One. It was slowed to a word-by-word, phrase-by-phrase, and paragraph-by-paragraph 
Through sense-experience we come to know things in a manner that gives us access to 
sense certainty of this or that in the here and now. 
          van Manen (2014, p.83) 
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scrutiny of each transcript; along with multiple re-readings, and a renewed guided listening of 
interviews. I was able to secure hidden nuances of feedback experiences, that could have been 
missed had I not changed from IPA.  Even when I expanded my reading focus to a cluster of 
paragraphs to locate the essence, or unit of meaning; DRA still proved to be a highly fruitful device 
to return to as differences in participants’ experiences were found and assigned newly attributed 
themes. These variations of lived experiences added to the growing repertoire of themes of 
feedback analysis and / or professional identity practices.   
 As I worked with each new transcript, I continued to use DRA to add to the ‘beneficial 
cache’ of themes, as if they were ‘research gold’, until all participants’ transcripts were coded.  I 
found a deeper understanding of ‘in-seeing’ (van Manen, 2007, 2014) by re-reading data while also 
following-along-listening to the interviews which unravelled hidden nuances of participants’ lived 
experiences.  The deeper understanding found in this technique became a vital part of the thematic 
coding process using DRA. It became necessary to develop discriptions, albeit research context-
driven definitions (Gibbs, 2011), of each of the 54 themes, to make sure these features of their 
descriptions were kept as evidence of their self-authored-professional-practice.   
 The final thematic framework, (see Appendix C) was used to check for consistency of 
assigning themes (validity) across the spread of the remaining 10 transcripts.  As I collected data 
across a time frame of 12 months and 2 different campuses, I used this framework on all thematic 
coding occasions (Bazeley, 2013: 420; Gibbs, 2011).  Even though I was the only analyst, I was 
confident that by working with this framework, I ensured validity in attribution of the themes across 
the different cohorts and campuses.  As each theme was developed in order of appearance, I 
assigned it as attributed by that participant (in their own words), I then further coded them as either 
sourced from practices of “self-identification” or “other-identification”.  The thematic coding 
framework developed outlining each theme, was not hierarchical, but micro-analytic (Bazeley, 
2013, p. 163; Gibbs, 2007; Strauss, 1987) because of my line-by-line coding featured as an 
exemplar figure in the following section.  
 
 The core cache of data was the 11 interview transcript contributions from participants from 
2 different campus locations for River Reach University collected over the year in 2012; one 
metropolitan and one regional.  One transcript was selected randomly and assigned the 
phenomenological notion of an “example” of coding as “methodologically a unique figure for 
phenomenological inquiry” (van Manen, 2014, p. 258); and as advocated by Smith and Osborn as 
the beginning of the IPA process (Smith & Osborn, 2003, p.74, 2007, p. 67).   
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 After working with a sensitive, creative process, an intuitive reading-for-meaning approach 
in which I examined (read) and expressed aspects of the meaning (as above) in the one transcript, 
I re-read again. I did so to get a sense of the whole cache (Bazeley, 2013, p.195) of lived 
experience discriptions. Next, I developed themes working with IPA’s line-by-line coding (Smith & 
Osborn, 2007, p. 67). Figure 3-4 (below) shows my line-by-line coding using the specialist QSR 
International software, NVivo 10.  The software includes a component designed to support 
thematic synthesis, in which I highlighted sections of text.  I named the highlighted sections 
according to my interpretation of the “essence” of each line or sentence or unit of meaning (Smith 
& Osborn, 2007, p. 67) and saved them in the software destination folder named “Nodes” (See 
Appendices D,E, & F).  
 C-R, for this example (below), the selected text of participant’s transcript is shown in the 
centre column and codes were created inductively to capture the meaning and content of each 
sentence, (see the left-hand column, “Initial intuitive insights”). The codes are “free” codes without 
a hierarchical structure and are placed in order as assigned in the transcript. The right-hand 
column “First coding” is my initial summary or “reduction” of this passage.  So, the 15 Initial intuitive 
insights became just the one code in the First coding reduction, “Other professional skills 
transferred”. This example was provided in Figure 3-4, following. 
 Examples in phenomenological inquiry serve to examine and express the aspects of 
 meaning of a phenomenon; examples … have evidential significance.  
        van Manen, (2014, p. 258) 
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                                  Example of Line-by-line Coding for Initial Intuitive Insights 
Initial intuitive insights Transcript example  
Marina’s Data (previously a lawyer) 
First coding 
 
 
 
 
 
 
Has previous skills 
Time management 
Used with written work 
skills listed 
planning meetings 
preparation benefits self 
and supervisor 
avoid lesson 
disappointment 
impact on lessons 
negotiating with talk 
language choices 
avoids assumptions 
appropriate language 
choices 
Sustained respectful 
actions 
application of prior 
professional skills 
previous skills of relating 
helpful 
C: So, you would have brought different 
professional skills from your legal experience to 
teaching and you were able to … validate your 
own choices for …planning.  I’m wondering if 
you brought professional skills from law into 
teaching, where you felt you could argue for 
your way of thinking, or your way of preparation? 
Marina: … I think that probably one of the skills I 
would say I would bring into it was time 
management with documents, lesson plans and 
things like that … planning meetings and getting 
through the large amounts of text for English 
and Legal Studies quickly, and having things 
prepared early and knowing the benefits of 
planning ahead with your supervisor.  Booking.  
I would book meetings before lessons and 
things like that.  So that then there’d always be 
time to maybe negotiate changes or – and 
avoid disappointment in lessons and that sort 
of thing.  But, then in terms of negotiating and 
actually talking things through, I think that one of 
the things I took out of law was always to 
phrase things as it might be the case, and to not 
have assumptions [OK] and not think that … so 
I didn’t go through the prac. making any 
statements about, I’m going to do this and this 
…and I didn’t say anything about “it should be 
done this way”. I never used those sorts of 
words and so [OK, yes] I was always on side 
with my supervisors I  
think. 
C: OK, that’s a nice way of developing a 
professional relationship with them.   
Marina: Yeah, yeah… I would ask for their 
opinion and check things with them, so and 
probably my experience in doing mediations and 
negotiations I think helped a lot.  And 
sometimes I felt like, I felt like teaching was a lot 
harder than when I was practicing as a solicitor. 
I felt like the hours were a lot bigger… it’s not 
that I ever thought teaching would be easier… 
but I just didn’t know which one would be harder 
and it’s funny in society it’s like people, in 
movies and that it’s portrayed as the harder 
profession and teaching’s really bubbly and nice 
and light and airy fairy! But teaching, I think, is 
grunt work.  It takes a lot of hard yakka!   
 
 
 
 
 
 
Other 
professional 
skills 
transferred  
 
 
 
Figure 3-4 Example of Line-by-line Coding for Initial Intuitive Insights  
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C-R, the next section (following) concludes this chapter. 
3.6 Summary of Methodology Chapter. 
 In this chapter, I confirmed my research design as an authentic phenomenology of 
professional and pedagogical practice. This was achieved by establishing and following an eclectic 
mix of my research philosophy and embracing IPA and DRA as a hybrid tool, phenomenologically 
enhanced, to support data analysis.  
 C-R, major features of this tool fruitful for working with the participants-as-professionals 
were:  
• its accessibility to contextual sensitivity when engaging professional ethics to work 
with potentially vulnerable-others, peer-professionals and enacting the legal 
requirements of ethical research conduct; 
• its openness to developing creative solutions by providing opportunities to creatively 
solve dilemmas of authenticity encountered due to the number of methodological 
tools and the complexity of synthesising the research activities;  
• its ease of maintaining conceptual awareness, such as planning for ongoing data 
analysis and constant re-conceptualising meaning to allow a fluid interplay within a 
coherent epistemological framework; 
• its ability to afford me the time to create coherence in my theoretic development. 
This was achieved by a range of strategies such as, conceptual maps, sampling 
design frameworks, and keeping accurate and detailed data collection tables; and  
• its ease as a cohesive instrument or suite of analytic tools for working with a 
hermeneutic framework.  
 C-R, I implemented measures of research rigour and attended to an organised and 
transparent methodological process.  By working with a phenomenological attitude in the iterative 
process, I facilitated phenomenological reflection, core reflection for a professional identity focus, 
and demonstrated theoretical soundness of my professional practice.  
 Documentation of this methodology, C-R, using a phenomenology of practice as the main 
component, was valued for its capacity to contribute to the field with practice-based evidence of 
PSTs’ feedback and professional identity-forming practices of the professional placement. The 
results from data analysis in the following chapters of Stage 1 Data Analysis in Chapter 4, Stage 2 
Data Analysis in Chapter 5 and Stage 3 Data Analysis in Chapter 6; and synthesised in the same 
chapter, will see the methodology materialise.  Contributions from the methodological design will 
contribute to the literature in teacher education which: 
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• values placement feedback as being most effective when PSTs are motivated to assess 
their own learning/performance and lets them identify the next step to master professional 
growth through their learning teaching experiences (White, 2007);  
• acknowledges PSTs’ actions of purposeful professional identity formation as autonomous 
professional management;  
• values PSTs’ commitment to master explicit professional practices of reflection for their 
professional growth; 
• supports PSTs’ identity-forming experiences as a significant purpose for consolidating the 
position of feedback in the formative assessment process at the placement (White, 2007; 
van Manen, 1997).   
 With the research design completed, C-R, I was satisfied that it was differentiated as a 
phenomenology of professional practice by the methodological organisation of the thesis and the 
theoretical justifications for contributions to educational research. Chapter 4 follows in Section C 
with the completion of Stage 1 of data analysis with participants’ data. 
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Section C  
Reflecting phenomenologically: Seeing, sensing and synthesizing meaning in 
the data 
 
Chapter 4 Data Analysis Stage1 
Inciting initial analysis in the ‘beneficial cache’ of literature-as-data: One phenomenological 
exemplar 
 
Chapter 5 Data Analysis Stage 2 
Working with a Detailed Reading Approach (DRA) with transcripts-as-data: Two sub-ordinate 
themes. 
 
Chapter 6 Data Analysis Stage 3 
Synthesizing the phenomenon-in-the-data: The essence of the hermeneutic circle in one 
superordinate theme. 
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Section C 
Reflecting phenomenologically: Seeing, sensing and synthesizing meaning in 
data 
 
Preamble to Section C 
  
 C-R, my intentional engagement with this stage of the inquiry as phenomenology of 
professional practice, see above by van Manen (2014), with this stage of inquiry with participants’ 
data, was to explore “how things and events present themselves as they are”. The “things” and 
“events” of this phenomenological study were the lived experiences of placement feedback lived-
through by participants who attributed their value for their identification as professional teachers. 
The “beneficial cache” (van Manen, above), that is Marina’s data, was supported by literature-
based evidence of professional identity practices as they aligned with the exemplar of her lived 
experiences of placement feedback.  
 Seeing and sensing meaning in the data was possible mainly because of starting analysis 
with explicit and deliberate insight cultivation.  It has become a significant hermeneutic tool for 
analytical skill acquisition, necessary for becoming an adept phenomenological and qualitative 
researcher (Bazeley, 2013; Creswell, 2013; van Manen, 2014).  This tool was introduced into the 
thesis in Chapter 1, explained in Chapter 2.1.2 as the fundamental process crucial in working with 
the texts of literature-as-data in the literature review.  Chapter 2’s initial insight cultivating led to 
Chapter 3’s detailed establishing of insight cultivating as an invaluable methodological 
process; (researcher’s emphasis) for distinguishing the traces of enacted professional 
identification within other data in the field as literature. This was to identify them as hermeneutic 
indicators of one PST’s exemplar of lived experience (Stage 1, phenomenological data analysis) of 
placement feedback to guide further data sets.  The practice of assaying electronic professional-
conversations-as-data, transcript-texts-as-data, MP3 files-as-data, and literature-as-data:  a 
complete data-sifting-suite-of-analytic-skills, held and yielded high research value, as all-drafts-of-
data were scrutinized and processed with a phenomenologically-sensitive attitude.    
A related intent of phenomenology is to explore the conditions, constraints, and assumptions 
of how things and events present themselves as they are … the beneficial cache and 
contributions of a phenomenology of practice, need to be explored for thoughtfully 
understanding and tactfully conducting the practice of the professions and people’s lives.   
      
         van Manen (2014, p. 62) 
 129 
 
 Chapter 4 contains the first intuitive analytic coding of a randomly chosen data sample, that 
is Marina’s exemplar.  This coding also included a blend of the “wholistic reading approach” (van 
Manen 2014, p. 320) and the “line-by-line” sifting of the transcript indicative of interpretative 
phenomenological analysis (IPA) as described by Smith and Osborn (2007).  Chapter 5 contains 
data analysis for the remaining participants through the process of horizontalization of Marina’s 
codes across the second level of coding, using the Detailed Reading Approach (DRA, van Manen 
2014, p. 320).   
 The essence of analysis in both Chapter 4 and 5 revealed two sub-ordinate themes, and 
one super-ordinate theme in Chapter 6.  The sub-ordinate themes from Stage 2 Data Analysis 
(chapter 5) are: 
Theme 1: Placement feedback “self-identifies” PSTs as pedagogical professionals; 
Theme 2: Placement feedback “other-identifies” PSTs as pedagogical professionals.  
 C-R, Chapter 6 shows the overall theme, the “core value”, impact or influence from 
placement feedback concerning professional identity growth (the research question), that distils the 
essence of the 2 sub-ordinate themes into one single universal, superordinate theme is: 
“relationality”.  So, if one statement could be said to evidence the essence of professionally 
identifying experiences of placement feedback for pre-service teachers it would be: the key to 
understanding their lived experiences of professional relationality. 
The research question revisited with the relevant literatures-as-data prior to analysis 
 Like all sections of the inquiry, the analysis chapters that are this section, Section C, were 
guided by the main research question; ‘What is the contribution of placement feedback to pre-
service teachers’ professional identity formation?’  
 C-R, I have presented my research question in SECTION Figure C below, before sharing 
Marina’s exemplar. This is to clearly position the focus of each analytic engagement with 
participants’ data as at the intersecting zone of the two variables of professional practice impact 
that I assumed occurs when placement feedback and professional identity formation intersect. This 
assumption is powerful from two positions. The first position is that lived experiences of PSTs’ 
placement feedback has important implications for data analysis, as placement feedback is 
previously not experienced or recognised by the participants, or the literature in the field.  The 
second assumption, that placement feedback impacts the quality of PSTs’ professional practice as 
they form a sense of themselves as teachers, is generally taken-for-granted by stakeholders 
involved in the assessment of pre-serviced teachers at the placement (Boud, 2015). 
 SECTION Figure C.1, (below) positions this phenomenological exploration in the unknown 
“indeterminate zones of practice” (Schön, 2001, p. 4) that are the intersecting phenomena of 
placement feedback and professional identity formation in the professional knowledge landscape 
 130 
 
of placement (Connelly & Clandinin, 1995). Dotted lines around any differently shaped variable 
(construct) in the figure, indicate the dynamic nature of these variables, inclusive of the research 
question and its’ positioning, as not having fixed boundaries or set shapes or sizes that could 
misrepresent any connection between them prior to analysis. Overlapping the two and showing an 
irregularly shaped space is purely a tentative representation of the influence size, prior to and after 
the findings in the data.  This space will remain an unknown element given the methodological 
conditions of a phenomenology of practice.  My understanding from the literatures-of-feedback, 
(Carless, Joughin & Liu, 2006; Carless, Joughin & Mok, 2006; Carless, 2014, 2015, 2016, 2018) is 
that these concepts often vary with each individual pre-service teacher according to the degree to 
which they either embrace the development of their professional-growth as a teacher, or are 
challenged by it, from processing their placement feedback. 
 
SECTION Figure 1 Positioning the Research Question in PST’s Professional Experience Placement 
 To carry out the analysis, C-R, the concepts of placement feedback and 
professional identity formation needed clarification, and that follows in the following chapter, 
Chapter 4. 
  
What is the 
contribution of 
placement feedback 
to pre-service 
teachers' 
professional identity 
formation?
professional identity 
formation
Placement 
feedback
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Chapter 4  
The opening suite of the three data analysis chapters 
 
Data analysis Stage 1:  Insight cultivating in the literature-as-data: Marina’s exemplar and 
phenomenological evidence 
4.1 First Order Descriptive Coding: Interpretative Phenomenological Analysis (IPA). 
 
 Assuming the lead provided by Larkin, Watts and Clifton (2009), below, when working with 
IPA and data in analysis, I needed not only to understand and “give voice” to participants’ lived 
feedback experiences, but also to document the objects and lifeworld contexts of their concern and 
learn of each one’s relatedness to the context by searching for their lived-through experiences from 
a pedagogical and phenomenological perspective. 
 
 So, C-R, in analysis, there is an intentional emphasis weighted on contexts of professional 
practice provided by PSTs and aligned with their own arbitrary levels of perfection or standards of 
teaching albeit guided by their developing personal teaching philosophy.  Chapter 5 provides a 
closer look at pre-service teachers’ professional practices, highlighted in the zone of relationality of 
placement feedback and closely aligned to the appropriate career stage in the National 
Professional Standards for Teachers, to become a classroom-ready graduate according to The 
Standards in Australia (DET, 2014).   
 Stage One data analysis revealed 26 initial themes as insights from the chosen exemplar 
(see section 4.1.4).  Finally, the notion of placement feedback expanded from contributions in the 
data with glimpses of the extended knowledge of pre-service teachers’ professional practices; and 
meant that what I had previously understood about feedback at professional placement had now 
changed due to professional insights in the data.   The construct of placement feedback, now 
included interpretations of every interpersonal and intra-personal exchange, every mark or remark, 
every gesture, facial expression, every act and omission, written, spoken, enacted and embodied; 
as experienced by pre-service teachers in and beyond the learning spaces of the pedagogical 
spheres of the placement, real / and or virtual; revealing insights of critical “self and other 
reflection” for self-improvement as a pedagogical professional.   
 My main motivation for this chapter was to analyse the insights found in the data from the 
literature and to apply this to one sample of transcript to complete Stage One of Data analysis.  As 
The key features of first order, descriptive coding are the two related aspects of a 
participant’s account; the key “objects of concern” in the participants world, and the 
“experiential claims made” by the participant  
     (Larkin, Watts & Clifton, 2009, p.111).  
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analysis progressed and revealed further insights, so the notion of placement feedback also 
evolved.   
4.2 The Stages of Data Analysis Explained.  
 
 C-R, as stated in 4.1 it was evident from working with phenomenological inquiry that the 
richness of the data was such that each stage of analysis required space for better quality reader 
engagement in separate chapters.  The three stages of analysis are summarised in the following 
Table, 4-1 (below) and more detailed discussion is provided in the following areas of Section C: 
Phenomenological Data Analysis Stage One in Chapter 4; Phenomenological Data Analysis Stage 
Two in Chapter 5, and Phenomenological Data Analysis Stage 3 in Chapter 6.  
Table 4-1 Data Analysis in Stage 1 
Data Analysis in Stages, Result and Chapter Sections 
Analytical stage Result Chapter 
Stage One 
 
Interpretative 
Phenomenological 
Analysis and Marina’s 
exemplar 
Insight cultivation in the 
literature-as-data 
combined with idiographic 
application of (IPA) 
yielded 26 preliminary 
themes and a hierarchy of 
initial thematic coding.  
Chapter 2 Literature-
as-data 
4 Stage One Insight 
Cultivation as part of 
data analysis 
The themes from 
Stage One of data 
analysis 
Stage Two Detailed Reading 
Approach yielded 2 sub-
ordinate themes. 
Chapter 5.2 Stage 2 
Thematic coding 
revealed two sub-
ordinate themes 
The two subordinate-
themes: Identification 
as a pedagogical 
professional by others 
and self. 
Stage Three Synthesis yielded the 
superordinate theme of 
relationality. 
 
Chapter 6.3  Stage 3 
The one 
superordinate theme 
of relationality  
Chapter 6.4 
Relationality, critical 
career moments and 
professional turning 
points.  
 
 C-R, “insight cultivation” for analysis (Bazeley, 2013, p.182; van Manen, 2014, p. 320, p. 
324, p. 377) started early in the thesis in Chapter 1, with identification of the research problem and 
continued into Chapter 2 in the teacher education literatures touched by it.   Chapter 2 confirmed 
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‘the problem’ is held in perpetual renewal in media reports of political reforms in education sectors 
of major OECD countries, in professional research sectors and contexts attempting to “educate for 
competence in practice”, as a “crisis of confidence in professional knowledge” (Dall’Alba & 
Sandberg, 1996, p. 412; Schön, 1984, 1987, 1989, p.2).  It manifests now, some thirty years or 
more later in the 21st century, as a crisis of professional quality with equity; not only is it “seen as” a 
crisis in the quality of teachers and  teaching candidates, but also a crisis of quality in the standard 
of their work as educational and public-service professionals in Australia and internationally as 
authentic professionals (Day, Kington, Stobart, & Sammons, 2006).  Stakeholder interest has 
pursued quality assurance fiercely as the biggest equity issue in education, viz. a quality teacher in 
every classroom in Australia (Donnelly, 2014; Pyne, 2014; Riddle, 2014; Zyngier, 2014); continues 
to headline to this day, scrutinised by the media, political, community and business sectors.   
 The teacher quality issue is an ongoing educational issue when our Australian students are 
underachieving in comparison to their Asian counterparts and this problem is attributed to the 
perceived poor quality of our teachers; either already in service or as pre-service teachers 
preparing for service (Jensen & Reichl, 2011).  The following list of selected teacher education 
literatures of professional learning (Bruniges, 2007; Illeris, 2010, 2017, 2014; Timperley, 2011; ) 
and pedagogical practice (Askew & Carnell, 1998; Langeveld, 1979; Schön, 1989; van Manen, 
1991,1994, 2002, 2014); placement assessment - formative and summative (Hattie, 2013; 
Hounsell, 2011); professional identity formation (Alsup, 2006; Nÿström, 2009; Schepens, 
Aelterman & Vlerick, 2009); and teachers’ work (Chapman & Smith, 2002; Day, 1999) in reformed 
landscapes of professional standardization (Hounsell, 2011; Jensen & Reichl, 2011; Mockler & 
Sachs, 2006) ; were seen as vital destinations for my insight cultivation. 
 C-R, identification of this problem proved pivotal in conceptualizing and formulating all 
research questions to understand by “seeing” the beneficial contributions of the essence of the 
“what work and features of being in professional contexts” and the “which duties and interactions” 
of placement feedback were significant for pre-service teachers’ professional identity formation.  
Figure 4-1 (following) summarised the essence of insights sought through this inquiry as a 
phenomenology of practice, reflected in the sorts of questions aimed at the professional practices 
of pre-service teachers.  The four (4) supplementary questions are represented diagrammatically 
as also linking the main question as the foundation for framing the supplementary questions. 
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Figure 4-1 Research Questions as the Essence of Insight for Analysis 
 
 Other insights were condensed from the informal contact experiences with participants, in 
person and by email, prior to the interview.  The one-on-one conversations, or “real conversations” 
with each pre-service teacher provided the opportunity to establish a relationship of professional 
tact (O’Hara, 2015, p. 52; van Manen, 1990, p. 139); in which we could experience the essence of 
being in dialogue with each other with thoughtfulness, openness and togetherness, beneficial for 
documenting their professional ways of working as intentional practices.  Documenting my own 
lived experience descriptions(LED) before, during and after each contact (anecdotes / memos) as 
recommended by seasoned international researchers such as Pat Bazeley (2013), Australia; 
Graham Gibbs (2011), the United Kingdom; and Max van Manen (2014), Canada: afforded me with 
insight cultivation of priceless data and appreciation of “what it is like” (van Manen, 2014, p. 35) for 
participants to contribute to the research project.   
 My own relatively recent lived experiences, in 2014 as a Professional Learning Officer 
supporting pre-service teachers from a different university further afield in Queensland, also 
provided lived experience of a comparative repertoire of professional placement experiences of 
final-year, pre-service teacher others.  It also helped me to understand professional glimpses of 
What is the 
contribution of 
placement 
feedback to pre-
service teachers’ 
professional 
identity formation ?
(a) What features of 
placement feedback were 
helpful for pre-service 
teachers developing a 
sense of themselves as 
teachers? 
(b) What core values of 
teaching and learning 
were challenging or 
affirming for pre-service 
teachers because of 
placement feedback?
(c) Which duties of 
teachers' work provided 
pre-service teachers with 
placement feedback that 
was totally new, 
unexpected, enjoyable or 
otherwise?
(d) What professional 
feedback were pre-
service teachers 
regarding as most 
valuable for themselves 
as teachers?
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these participants and their practices which I had experienced as micro moments of “the living 
now” (van Manen, 2014, p. 34) with each during contact conversations, as they unfolded in real or 
virtual pedagogical / professional spaces.    
In the next section 4.2.1 the exemplar of one participant’s data is presented; Stage One data 
analysis themes are listed, and the 8 main themes are briefly discussed.   
 
 
 C-R, analysis of the participants’ data began with one randomly selected transcript and 
assigned the phenomenological significance of an ‘example’ of thematic coding, as shown below, 
(van Manen, 2014). It is also a strategy advocated by Smith and Osborn as the beginning of the 
IPA process (Smith & Osborn, 2007).  
 
4.2.1.1 Marina’s “beneficial cache” of professional identity practices in her feedback data 
  I employed the known evidential significance of using an example (see van Manen, 
above), C-R, to show how I carried out line-by-line coding.  Shown in Data Box 4-1 (following) 
insights were noted according to the “essence” of each line, sentence or unit of meaning (Smith & 
Osborn, 2007, p. 67) as organised in the central column named ‘transcript example’.  Themes were 
also shown in the column on the left named, “Insights from line-by-line thematic coding”.  The 
themes indicated are “freely-emerging” themes without a hierarchical structure and are in the order 
of the sentences in the transcript example as the participant recounted it.  The column named 
“First stage of analysis - theme” on the right, is my summary or “reduction” of this passage.  So, the 
15 insights were reduced to just the one theme in the first stage of analysis; in this case, “Other 
professional skills transferred”.  
  
Examples in phenomenological inquiry serve to examine and express the aspects of 
meaning of a phenomenon; examples … have evidential significance.  
        van Manen (2014, p. 258) 
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Insights: line-by-
line thematic 
coding 
 
 
Transcript example from Marina’s data (M) 
 
First stage of 
analysis - 
theme 
 
 
 
 
 
Has previous skills 
C: So, you would have brought different professional 
skills from your legal experience to teaching and you 
were able to talk up to validate your own choices for 
your planning.  I’m wondering if you brought any 
professional skills from law into teaching, where you felt 
you could argue for your way of thinking, or your way of 
preparation? 
Marina: I think that probably one of the skills I would say 
I would bring into it was time management with 
documents, lesson plans and things like that…planning 
meetings and getting through the large amounts of text 
for English and Legal Studies quickly, and having things 
prepared early and knowing the benefits of planning 
ahead with your supervisor.  Booking.  I would book 
meetings before lessons and things like that.  So that 
then there’d always be time to maybe negotiate 
changes or – and avoid disappointment in lessons and 
that sort of thing.  But, then in terms of negotiating and 
actually talking things through, I think that one of the 
things I took out of law was always to phrase things as 
it might be the case, and to not have assumptions [OK] 
and not think that … so I didn’t go through the prac. 
making any statements about, I’m going to do this and 
this …and I didn’t say anything about “it should be done 
this way”.  I never used those sorts of words and so 
[OK, yes] I was always on side with my supervisors, I 
think. 
C:  OK, that’s a nice way of developing a professional 
relationship with them.   
Marina: Yeah, yeah.  And I would ask for their opinion 
and check things with them, so and probably my 
experience in doing mediations and negotiations I think 
helped a lot.   
 
 
 
 
 
 
 
 
 
 
Theme: 
Other 
professional 
skills 
transferred 
 
Time management 
Used with written 
work 
skills listed 
planning meetings 
preparation 
benefits self and 
supervisor 
avoid lesson 
disappointment 
impact on lessons 
negotiating with 
talk 
language choices 
avoids 
assumptions 
appropriate 
language choices 
respectful actions 
application of prior 
professional skills 
previous skills of 
relating helpful 
Data Box 4-1 Insights of The Purposeful Example of One Participant’s Thematic Coding 
 
 C-R, this style of thematic coding (evidenced in the Data Box 4-1, above) was used with the 
remaining transcripts and yielded 26 themes from Stage One of analysis.  Presented in Table, 4-2, 
following, these preliminary codings were instrumental in guiding the remaining analysis stages, 
and predictive of the array of themes in the remaining transcripts.   
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Table 4-2 Stage One Themes as Insight Cultivators 
 
  
 
 
  
 Definitions of these codes in Stage I (shown above) along with all themes developed in the 
context of this research, were put into a coding framework (Gibbs, 2011), which is provided in the 
Table of Coding Framework in Appendix C.  Of the list of themes shown in Table 4-2, above, C-R, 
the most commonly occurring themes were: Relationship building practices 21%, A teachers’ voice 
16%, Pedagogical practices 11 %, Professional knowledge of the curriculum, 11 %, Teaching 
areas 11 %, Helpful feedback, 10%, Initial challenges of prac. 10% and Professional identity 
dimensions 10%.  C-R, “Relationship building practices” (21% of the lived experiences of this 
participant) was the most frequently identified source of placement feedback which impacted on 
this participant’s sense of herself as a teacher.  The main themes could be easily used to guide the 
next stages of analysis with the remaining participants’ data (the idiographic feature of using IPA to 
process data), in the process known as horizontalization (Moustakas, 1994). 
List of Stage One Themes as Insight Cultivators 
Codes Stage One codes Thematic code frequency 
1 Anticipated prac. challenges  
 
 
 
 
 
The most commonly 
occurring themes (8 
themes) for this exemplar 
were summarised in the  
Appendix B. 
2 A Teachers' Voice 
3 Career path 
4 Cohort 
5 C-Rafting feedback with autonomous 
strategies 
6 Early professional expectations 
7 Early start to teaching lessons 
8 Embodied experiences at placement 
9 Feedback analysis practices 
10 For the sake of the children 
11 Helpful feedback 
12 Inconsistent feedback practices from 
CST  
13 Mentoring advice 
14 Other professional skills transferred 
15 Pedagogical practices 
16 Positive professional 
acknowledgement 
17 Previous work information 
18 Professional identity dimensions 
19 Professional knowledge of curriculum 
20 Relationship building practices 
21 Self-story 
22 Teaching Areas 
23 Teaching choices offered   
24 The initial challenges of prac. 
25 Unexpected challenges with CST 
26 Unhelpful feedback 
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4.2.1.2  The first data example   
 C-R, a flow of influence from placement feedback to professional identity formation keeping 
the main research question in mind, I asked the following question of the first data sample (Marina, 
Tape 1 and 2) to analyse Marina’s evidence of encountering the collaborative phenomena of 
placement feedback and professional identity formation:  
‘What indicators are there that show a flow of influence from placement feedback to this pre-
service teacher’s own image as a professional teacher?’  
 The value of working with the hermeneutic circuit framework for the literature review really 
came into its own. C-R, I tracked feedback literacy practices through the contexts of feedback 
experiences and the resulting responses that Marina identified as significant for her growth as a 
professional.  In Data Box 4-2, following, the eight contextual indicators of placement feedback 
also aligned Marina’s cache of data with the four features of professional practice in the field 
essential (Beijaard et al, 2004) for professional identity formation.  
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Data Box 4-2 A flow of influence: Marina’s exemplar and professional identity formation 
 
 C-R, for each contextual indicator listed above, as adapted from the literature (Beijaard et 
al, 2004), evidence of the indicator as performed by Marina is provided in the following sections.  
4.2.1.3 A steep learning curve 
 Marina felt compelled to comment, see Data Box 4-3, below, about being questioned 
closely by others during placement and of the high professional expectations (bolded sections ) 
Marina’s exemplar-
as-data evidencing 
her indicators of 
placement feedback  
 
Professional identity formation indicators  
a steep learning 
curve;  
Professional identity formation is an ongoing dynamic 
process of interpretation and re-interpretation of 
experiences parallel to the process of life-long 
learning.  The metaphor of “professional knowledge 
landscape” offers a perspective for what counts as 
“professional”.  So, the dynamic process of what 
counts as learning to be a professional is experienced 
as a steep learning curve. 
a teacher’s voice;  Agency is an important element that is active in the 
process of professional development in line with the 
constructivist view of learning that promotes learning 
through the actions of the learner, especially as they 
advocate for their own growth as a professional. 
interaction with 
classroom 
supervising teachers;  
It is argued in the literature for more attention to be 
paid to the role of context in professional identity 
formation. So that what counts as “professional” in 
pre-service teachers’ professional identity experiences 
imply person and context are involved.  Professional 
identity consists of sub-identities required for the 
demands of the different roles teachers’ play in 
different contexts and relationships that co-exist rather 
than experience conflict. 
interaction with 
classroom students;  
interactions with 
university 
supervisors; 
self-regulation 
practices; 
“Self” and “identify” need to be separated as concepts 
and better conceptual clarity should be provided 
alongside explanations of how the two concepts are 
related. Self-development is enacted as identity 
formation.  
 
strategies-for-seeking 
peer support and, 
teacher autonomy.   
 140 
 
held for her to be knowledgeable about broad elements of the teaching environment both within the 
classroom and the wider school context (Cattley, 2007).   
 
Marina: ... And people would ask questions, very professional questions of you, and 
I think I felt with this course that it’s a steep learning curve, once you go on to prac. the 
expectation of you almost already knowing all of the education principles, all of the things 
that are happening in the government, in terms of what the government is doing about 
curriculum change and yes, I felt that the expectations, I immediately felt that they 
were high in terms of already knowing the area.  ... Subject area, knowing the 
curriculum documents as well as the changes that are about to happen to subjects.  
So, I found that a bit difficult knowing – already having your head around lesson 
planning and pedagogies and theories and your subject area, for me for English really the 
grammar and for Legal Studies knowing the curriculum area that I’d be teaching and that 
sort of thing.  So anyway, that was one of the things I thought was challenging, yeah.  
       Marina (Interview 1) 
 
Data Box 4-3 A Steep Learning Curve 
 
4.2.1.4 A teacher’s voice 
 There were two contexts experienced by Marina, C-R, in which the construct of a teacher’s 
voice was experienced in feedback on professional practice. In the first context, the technical skills 
of communication, articulating spoken language well, voice projection, modulation and pace, were 
the “teacher’s voice” skills that Marina described as a critical pedagogical tool after encouraging 
feedback from her classroom supervising teacher.  The following data box, A Teachers’ Voice Data 
Box 4-4 with the 2 parts of Context 1 and 2, shows evidence of both types of contexts when a 
teacher’s voice was experienced by participants.  
A Teacher’s Voice 
 
Context 1: - Using the voice as a tool for connecting with students in various 
contexts 
Marina: ... Early on she gave me a lot of advice about voice, as well, and that was 
really helpful, and so I did take that on a lot.  So, I had actually – I called it the 
teacher voice that everyone describes!  So, yeah, I was able to develop that, and 
she would give me feedback on that and feedback with preventative behaviour 
measures and those sorts of things, yeah. 
 
Data Box 4-4 A Teacher’s Voice Marina 
  
 Overleaf, C-R, the second, the other concept of a teacher’s voice was evident when Marina 
identified the extent to which she was able to use her developing professional knowledge to 
articulate a professional opinion or advocate her positioning as a teacher from their placement 
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feedback (Sutherland, Howard & Markauskaite et al, 2009). She was instrumental in finding her 
own “Professional Voice” and distinguished from her ‘teacher’s voice’,  as evidenced in Data Box 
4- 5, following . 
Finding a Professional Voice 
Context 2: - Finding a professional voice 
 
C: ... Find your own professional way of being heard, having your own say.  Were 
there other times where you found that voice and you were very pleased with that 
professional voice, where you were able to negotiate things? 
 
Marina:  Yeah.  There was, towards the end of my recent prac., and I noticed it 
wasn’t going to … I couldn’t sustain doing hours and hours of work based on one 
conversation with him, and then coming back to him then having him sort of say, ‘oh, 
no, we won’t do that, we’ll go on and do something else’.  It would be just work down 
the drain and so, I just, discussing with other people that problem, and some people 
suggested to me, well maybe he needs you to now argue the point that you – that 
there’s a reason for why you’ve planned the unit a certain way, planned the lesson a 
certain way.  A reason for why you are including these activities – it will be the 
foundation for the ones coming up.  So, I don’t think I completely was able to do that, 
but I did it to some extent after that, and I would just generally, on some things I’d 
say the reason, be more inclined to say the reason why I’m including that is for this 
other activity down the track, so that they’re prepared for that.  And I have thought 
about it and it’s clear.  And so sometimes I would diplomatically decline to take up 
suggestions and explain why.  And that I think, I think it did have him respect me a 
little bit more.   And it was just almost like a protection thing, though because those 
things that I wrote in the emailing the past **indistinct** a lot of the work that I was 
doing **indistinct** often it was like, I couldn’t understand why he would just change 
track?  Because it took hours to do those things and then hours to redo things in 
another direction.  So, I couldn’t really sustain all those hours of preparation. 
Data Box 4-5 Finding a Professional Voice 
 
4.2.1.5 Interactions with classroom supervising teachers 
 Pre-service teachers are part of the “professional knowledge landscape” (Connelly & 
Clandinin, 1999, p.1) as are other teachers and significant professional others.  Marina’s selected 
cache of data, in Data box 4-6, below, demonstrates that it is the dialogue between them that 
determines what counts as professional, alongside the ubiquitous dialogue between professional 
“relevant others” (Beijaard et al, 2004).  Some of her classroom supervising teachers 
acknowledged her professional preparation efforts and provided placement feedback regarded as 
verbal support. This develops PSTs’ self-efficacy (Cattley, 2007; O’Connor, 2008; Settlage, 
Southerland, Smith & Ceglie, 2009).  
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  Interactions with Classroom Supervising Teachers 
Data Box 4-6 Interactions with Classroom Supervising Teachers (Marina) 
 
4.2.1.6 Interactions with classroom students.  
 For pre-service teachers, the constant reconciling of the personal demands of learning 
teaching with the professional needs of teachers’ work requires huge investments of time and 
energy for the sake of their placement students as learners.  It is important for these efforts to be 
recognised not only by the classroom supervising teacher but also placement students in their 
care.   
 C-R, , Marina gauged her effectiveness as a teacher (her professional identity) by 
acknowledgements of her professional abilities to support their learning; as shown in Data Box 4-7, 
below. 
  
 
Marina (Interview 2, p.2): ... well he did encourage me to keep the idea of modelling 
as part of teaching.  On another placement ... Marina: It felt like she did see me as a 
teacher.  In the second prac. she was saying:  the students are seeing you 
differently as well.  And she was saying they’re not, it’s no more preservice teacher, 
they’re seeing you as Miss Marina and they’re responding well to you, and she’d 
write that in the feedback.  So that was nice, that she gave me that, because that’s 
one of the hardest things, to actually feel like a real teacher! 
 
Marina (Interview 2, p.1):  Probably one lesson I spent, I actually spent the whole 
lesson going through the assessment task sheet, and what was expected and I 
thought I’d laboured over the points a bit too much, and that I’d gone into too much 
detail.  But I was really aiming to try and equip the students with what they needed 
to understand the assessment, and I know it’s annoying when you don’t know what’s 
expected.  But anyway, so it took most of the lesson and at the end my supervisor 
said it was excellent and that it was what they needed, and they needed to know 
that to be able to go on and move on.  So, I think, yeah, so that was a useful one... 
he did encourage me to keep the idea of modelling as a part of teaching. 
 
Marina (Interview 2, p.5): And it made me feel good going into internship because 
she would say things like I don’t have any hesitations of you taking over the group 
and you in control of them and yeah, it was good. 
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  Interactions with Classroom Students 
Data Box 4-7 Interactions with Classroom Students  
 
4.2.1.7 Interactions with university placement liaison officers. 
  Professional conversations with a range of stakeholders, often require meeting the 
professional demands from teacher education institutional staff (Baker, Barrett & Roberts, 2002; 
Pillen, Den Brok & Beijaard, 2013).  University liaison officers make scheduled visits to support and 
advise pre-service teachers in a shared partnership with the placement providers, that involves 
working with CSTs and the school leadership teams.   
 During the visit of her liaison officers, Marina reflected on their advice in Data Box 4-8 
(below) about the flow of her lessons and initially interpreted it as negative feedback.  However, 
she reconciled the usefulness of this guidance for benefits with the students’ learning and 
responded by adjusting her lesson delivery as part of her professional practice.  
 C-R, later in analysis, this section would be coded ‘for the sake of the students’  . 
    
 
Marina: I think just being able to actually feel like I had the authority to be in the 
room, and I had the right to be their teacher and that realising that I do have 
knowledge and I do have the ability to set up an activity, explain it, get them to do it, 
and they have learned something at the end of it? … And I think, one other thing 
maybe that I conquered was the students, I could feel the students seeing me as a 
teacher and getting advice and wanting my time and wanting me to look at their 
drafts and that sort of thing, yeah. 
Marina (Interview 2) 
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Interactions with University Placement Liaison Officers  
Marina: Probably sometimes with pacing.  I didn’t expect that they would 
suggest to increase my pacing.  So that came from uni and it’s probably not 
something that I was aware of... and it was negative, saying I needed to go 
faster and get through things ... and challenge them a bit more and not 
labour on certain points and just move on with it. And so that was negative, 
but it was good to hear it, and then I could make a conscious effort in my 
head before going into the lesson about time and I heard my voice hurry up 
faster almost.  But, well, not so much speed up the way I spoke but just have 
sentences to round up a part of the lesson and go to the next one and, yeah.  
So that was good, and then I felt a bit more in control of the room [OK], yeah, 
so that was good, less tentative. 
                                                                           Marina (Interview 2) 
Data Box 4-8 Feedback from University Placement Liaison Officers 
 
4.2.1.8 Self-regulation practices 
 In the first data example, Data Box 4-9, below, Marina developed self-regulating strategies 
(Evans, 2013; Nicol & Macfarlane-Dick, 2006) as a way of implementing feed-forward practices 
after placement feedback from her university supervisors, “Meg” and “Tom”, to improve lesson 
pacing when teaching. Marina identified a common response to placement feedback, of reading 
performance guidance from professional supervisors on teaching tasks as a negative  criticism 
(Allen, 2011; Ferrier-Kerr, 2009); however she was able to self - regulate, e.g., ‘so that was 
negative, but it was good to hear it… then I could make a conscious effort in my head before going 
into the lesson’.  Marina emphasized that developing self-awareness while teaching (in bold 
below) and taking care of her own professional (teacher) self-development (Zembylas, 2003) 
became an important factor for her, enabling her to support (a protection thing) herself (in bold 
below) when face-to-face teaching in the class.  She detailed three self-regulating strategies or 
practices she developed for just such professionally challenging occasions as presented in the 
following accounts.  Each self- regulating practice is discussed in turn.   
   
Self-Regulation Practices- Strategy One 
Marina: … sometimes I would diplomatically decline to take up suggestions 
and explain why … I think it did have him respect me a little bit more … it was just 
almost like a protection thing … I couldn’t understand why he would just change 
track.  … because it took hours to do those things and then hours to redo things in 
another direction … I couldn’t really sustain all those hours of preparation.  
                                                                                       Marina (Interview 2) 
Data Box 4-9 Marina’s Strategy One - Self-regulation Practices 
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 C-R, in the following selection, as evidenced in Data Box 4-10, Marina continued to self-
regulate when she identified a difficult situation, a misunderstanding and regarded it as an 
opportunity for professional learning. After seeking clarification from her supervisor when she 
asked, ‘Did you see this part where I taught this?’ She was able to develop a feed-forward strategy 
to manage this kind of scenario in the future.  She did this by managing the timing of presenting 
her lessons for planning approval at more professionally appropriate times, along with the strategy 
of clarifying the approval of her lessons with her supervisor. 
 
Data Box 4-10 Marina’s Strategy Two 
 
 Marina’s third strategy overleaf, highlighted the next dimension of self-regulating practices.  
It was clear, C-R, from a placement feedback encounter (following) that she was negotiating 
boundaries as a teacher-in-the-making (Alsup, 2006; Cattley, 2007).  As part of establishing her 
professional autonomy in the final stage of her internship, Marina “diplomatically” declined to take 
up her supervisor’s suggestions (placement feedback) and explained her justification for her 
professional decision. She was defending her pedagogical position while experimenting with 
professional risk-taking, a common occurrence in professional identity formation for pre-service 
teachers (Cattley, 2007; Kosnik & Beck, 2009; Walkington, 2005).  On this occasion Marina’s 
strategy successfully justified her risk-taking as she was successful in negotiation of expectations, 
by initiating a different form of placement feedback, reciprocal feedback, as part of the 
transformation of her autonomy as a teacher and her professional identity.   
 
Self-Regulation Practices- Strategy Two 
Marina: … the problem I had was when we would ... go through my lessons plans … 
the resources I’d prepared, he would look at it … sign off on it and say, yes, that’s 
good … a day or two later if I’d made some subtle changes … showed it to him 
again … there’d be big changes made … it would throw me off course… in one or 
two of the lessons he left the room for part of it … came back in ... at the end of that 
lesson he gave quite a lot of  criticism about how I’d run it ... said that I hadn’t shown 
him the lesson plans prior ... I’d shown him them quite a few days prior and he’d 
given them the OK ... he then realised that I had taught the part he was criticising 
me for not teaching … he was outside of the room … he’d …planned the next lesson 
I should be teaching … eventually I was able to get through to him … ‘Did you see 
this part where I taught this’ … he agreed that he was outside … so that was really a 
really difficult part of it … I could take it on … see it as a learning experience … 
realise that I had to manage the timing of when I showed him things.  Always clarify 
that he was happy with it so I didn’t run into that. 
                     Marina (Interview 2) 
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4.2.1.9 Strategies-for-seeking professional peer support 
Interactions with professional others as mentors in schools instils a sense of 
competence in teaching skills (Orland-Barak, 2014; Pearce & Morrison, 2011) and consciously 
engages PSTs in shaping their own professional identity.  A supportive relationship of this quality, 
inclusive of mentoring support, is usually expected as an integral part of the classroom supervision 
teacher’s domain.   
C-R, in the following Data Box, 4-12, below, by sharing her planning for a 
hypothetical teaching position after graduation, Marina showed evidence of innovative reflective 
practices, professional self-respect and resilience, through her incentive to reach out for future 
mentoring support, effectively providing a self-induction into a new school and the profession.   
Self- Regulation Practices - -Strategy Three 
Marina: … after university supervisors visited …with pacing… I didn’t expect 
that they would suggest to increase my pacing …that came from Meg and 
Tom … not something that I was aware of… it was negative, saying I needed 
to go faster and get through things … challenge them a bit more and not 
labour on certain points … just move on with it… so that was negative, but it 
was good to hear it… then I could make a conscious effort in my head before 
going into the lesson about time and I heard my voice hurry up faster … not 
so much speed up the way I spoke but just have sentences to round up a 
part of the lesson and go to the next one …  So that was good… I felt a bit 
more in control of the room … less tentative … a real hard patch … the 
second prac. … struggling with the pace … breaking down topics and giving 
instructions that were clear ... I put the date on a Word document and I just 
typed out dot points of all these different thoughts … all these things I 
needed to do … sometimes on my lesson plans I would put … handwritten 
notes next to it, about pace, check the time ... I’d just get a little piece of 
paper and I’d write positive affirmations …  like just saying to myself, you can 
do this … I will be able to have a strong voice in the classroom… able to 
move the pace along … just giving myself that positive reinforcement. 
                                                                           Marina (Interview 1) 
 
Data Box 4-11 Marina’s Self-regulation Practices Strategy Three 
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Data Box 4-12 Marina’s Strategies-for-seeking Professional Peer Support 
 
 
 For Marina, the professional freedom of being able to choose when and what to teach was 
thrust upon her unexpectedly and she had mixed emotions, either as it happened early in the 
placement or seemed contrary to her understanding of the placement agreement. Sometimes her 
eagerness to get involved in the actual teaching activities could not be contained, and she 
negotiated lessons with her supervisors, sometimes earlier than required, and was offered the 
opportunity to take on further teaching duties.  
 C-R, Marina experienced teacher autonomy inconsistently, interpreting the freedom to 
access teaching opportunities suspiciously, as an apprentice’s chore, rather than a vote of 
confidence in her abilities. The following selection in Data Box 4-13 shows one of Marina’s 
teaching handovers for teacher autonomy as it evolved. 
 
Marina: Probably another thing I just thought of ... was finding the teachers who 
were a couple of years into it and even just in the photocopier room or just after 
school, having about a 10 or 15-minute chat with them and bringing up something 
that you’re worried about...I think that was really helpful and I actually thought 
whatever school I’m in if I can find someone who I can almost pre-plan to just say 
can we have like a 20 minute catch up meeting once a week and if there’s 
something I’m worried about can I tell you and see what you did?  And not make it a 
burden on them, but just keep it to 20 minutes. 
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Data Box 4-13 Marina’s Teacher Autonomy 
 
 C-R, from earlier in this exemplar (see Data Box  4-1 The Purposeful Example of One 
Participant’s Thematic Coding for Insights) in my selected coding, there was evidence that Marina 
incorporated skills from her previous profession (Law) as they were helpful in her teaching and 
planning duties.  She adapted time management, note-taking and interpersonal negotiation skills 
into professionally sophisticated strategies to secure her teacher autonomy and self-regulation 
practices.  From my coding exercise to the self-regulating strategies, Marina negotiated ways to 
deal with and counter not only scrutiny as a professional but also the obstacles of self-doubt with 
distinct self-affirming practices (positive self-feedback).  Her growth as a professional can be 
identified from placement feedback.  
 
4.3 Summary of Stage 1 Participants’ Data Analysis.  
 
 This first chapter of analysis with participants’ data revealed the contribution of the first 
stage of IPA-based analysis; employing the methodological devices of insight cultivation and the 
phenomenological exemplar.  C-R, Stage One data analysis consisted of collecting information and 
 
Marina. But I found with my English supervisor, he said to me in the first week, he 
offered me a choice of teaching year 8 and a year 9 class or a year 8 class and a 
year 11 class.  And I chose, instead of the year 9 class I did choose the year 11 
class because I thought it would give me Senior experience and be really 
challenging.  But I’m not sure what his approach was, because I sort of later on 
started to think maybe he was setting things up to reduce his own workload 
sometimes?  I don’t know, yeah!  [laughter] 
C: He did give you a choice!   
Marina: Yeah, yeah, he did, yeah, that’s right, so – anyway!  Anyway, that’s what I 
was doing, and I taught a year 11 English lesson in the first week, on the Friday, 
when we are usually just doing observations, but I taught that one and … 
C: Ah, was that a surprise to you? 
Marina: The day before he said, do you want to teach it tomorrow?  And that was 
one of the things that was a bit tricky… OK, if I was asked, I would feel a compulsion 
to say yes! So!  But anyway.  So, it was, so that took that whole night to prepare for 
that class, and then so I taught that the next day and then from there on I think I just 
felt that getting my head around the content knowledge, as well as having the lesson 
plans done … the behaviour – being ready for behaviour problems – that took up a 
lot of time. 
                                                                                       Marina (Interview 2) 
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cultivating insights from a variety of sources.  The relevant sources discussed in the thesis (chapter 
numbers, e.g. Ch.1 = Chapter 1) were:  
•Media reports of public and political reforms in education (Ch.1, Ch.2) 
•Selected teacher education and other professional literatures (Ch.2) 
•The lived experiences of informal “real conversations” with participants (PSTs) prior to 
interview (Ch. 3, Ch.4) 
•Self-insights as an experienced teacher and teacher educator (Ch. 3, Ch. 4) 
•The phenomenological exemplar (van Manen, 2014) – Marina’s data consisted of emails, 
voice file and transcript selected as representative of participants’ data  
 Table 4-2 List of Stage One Themes as Insight Cultivators showed 26 themes from 
Marina’s exemplar which provided a framework to continue analysis in Stage 2 with the remaining 
participants data.  Chapter 5 continues with Stage 2 data analysis, in which the detailed reading 
approach (van Manen, 2014), as explained in detail in Chapter 3, is employed in analysis of the 
rest of the data. 
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Chapter 5   
Data Analysis Stage 2 
 
 
5.1 Assigning Themes as Meaningful Wholes. 
 After the first analytic encounter with participants’ data (Marina’s exemplar) in Chapter 4, 
my transition into this second stage of analysis, C-R, was sustained by van Manen’s reminder 
(below) when exploring the cache of data for phenomenological themes. 
 
 Themes, as meaningful wholes (my emphasis above), were assigned that captured the 
essence of lived experiences of identity-formation from PSTs’ placement feedback.  The practice-
based epistemological framework, established early in the thesis, simplified the analytic process 
represented in Figure 5-1 below, and 5-2, following; as analysis became the non-linear looping of 
iterative re-viewing of newly coded data. Sophie’s exemplar is shown as linked to Marina’s 
exemplar and back again by the two directional arrow that represents the iterative insight pathways 
of analysis. 
  
Figure 5-1 The Hermeneutic Circuit of Data Analysis 
 
Thesis Section C 
Chapter 4
Data Analysis Stage 1 
Marina's Practice  
Exemplar.
START HERE 
Chapter 5 
Data Analysis Stage 2 
Detailed Reading 
Approach 
4 sub-ordinate themes  
Transition to Stage 3 
Sophie's Practice  
Exemplar.
STOP HERE 
Chapter 5 & 6
Data Analysis Stage 3 
Reduced 4 sub-ordinate themes 
into 1 super-ordinate theme
... phenomenological themes are not objects or generalizations; metaphorically speaking 
they are more like knots in the webs of our experiences, around which certain lived 
experiences are spun and thus lived through as meaningful wholes. Themes are the stars 
that make up the universes of meaning we live through. By the light of these themes we can 
navigate and explore such universes.      
       van Manen (1997, p.90) 
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C-R the summary of analysis in Figure 5-2, below, maps the evidence trail of the essence 
of the codes into themes, as shown by following the arrows from left to right across the stages of 
analysis. An important part of assigning themes was distinguishing their hierarchy with the terms 
‘sub-ordinate’ and ‘super-ordinate’; borrowed from IPA.  
 
Figure 5-2 Summary of Analysis Framework 
 
 C-R, from this analytic framework, above, Stage 2 analysis in Chapter 5 that follows, shows 
the four sub-ordinate themes were uncovered in the process of exploring codes for common 
meanings.  
st
ag
e 
1 Chapter 4
The 26 codes in Marina's 
Exemplar, became 8 
preliminary themes to 
support further analysis of 
the remaining data.
Thematic reduction 
8 preliminary themes:-
1. A steep  learning curve
2. A teacher's voice
3. Interaction with 
supervising teachers
4. Interaction with classroom 
students
5. Interaction with uni 
supervisors
6. Self-regulation practices
7. Strategies for seeking 
peer support
8. Teacher autonomy 
st
ag
e 
2 Chapter 5
56 codes
2 preliminary 
themes assigned 
by participants:-
A. Professional 
identification by 
others
B. Professional 
self-identification
4 sub-ordinate 
themes
1. Pedagogical 
practices
2. Professional 
communication
3. Relationship 
building practices
4. Professional 
learning and 
placement  
workplace 
responsibilities
st
ag
e 
3 Chapter 6
The research 
question is 
resolved.
One super-
ordinate theme 
Professional 
Relationality
  
 152 
 
5.2 Stage 2: Cycling the Data Analytic: Moving from Codes to Themes. 
 Two main research activities completed the hermeneutic circuit of analysis. The first, was 
establishing the annotated coding framework from coding each participant’s data. All 56 codes of 
the completed annotated coding framework (see Appendix C Annotated Coding Framework) were 
fundamental to conserving meaning across each data set and pivotal to assigning themes. The 
second, was assigning themes (my emphasis); the preliminary, the sub-ordinate and the super-
ordinate. By assigning themes, I mean the deliberate and intentional clustering of data and codes, 
into shared units of meaning (themes).  
 
 C-R, this stage was guided by 2 main factors: first my research questions (below) in Table 
5-1, and second, the common thread of lived experiences of self and other-identification in the 
data.  Throughout the thesis, the research questions have been omni-present as they support the 
flow of the inquiry through each research activity and the reader in understanding them.  
Table 5-1 My Research Questions 
  
The main research 
question 
 
 
 
What is the contribution 
of placement feedback 
to pre-service teachers’ 
professional identity 
formation? 
 
 
Supplementary research questions (RQ) 
 (RQ1) What features of placement feedback 
helped pre-service teachers develop a sense of 
themselves as teachers? 
  
 (RQ2) What core values of teaching and learning 
were challenged or affirmed for pre-service 
teachers because of placement feedback?  
 
 (RQ3) Which duties of teachers’ work provided 
pre-service teachers with placement feedback 
that was totally new, unexpected, enjoyable or 
otherwise?  
 
 (RQ4) What professional feedback did pre-
service teachers regard as most valuable for 
themselves as teachers?  
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My initial experience of meaning-making, post interviews, C-R, mapped the flow of 
participants’ phenomenological reflections as the pattern of “self and other professionally-
identified”. This pattern led the 2 preliminary themes: Preliminary Theme 1: Placement feedback 
supports self-identification as a professional teacher; and Preliminary Theme 2: Placement 
feedback supports other identification as a professional teacher. Each is now discussed 
separately. 
Preliminary Theme 1: Placement feedback supports self-identification as a professional   
 teacher 
 Research activity in Chapter 2, using the literature-as-data approach, uncovered that 
professional self-identification is promoted as an essential and sustainable 21st Century goal at 
every career stage for teachers (AITSL, 2013; Clark & Flores, 2001; Foster, 2013; Hoveid & 
Hoveid, 2008). This finding was matched by participants’ self-identification experiences, vital to 
their professional learning through placement feedback.  
 
 Self-identification data confirmed “the idea that high‐quality teaching requires an awareness 
of the sources for making pedagogical decisions, namely, personal values, beliefs and 
understandings” (Stenberg, 2010, p.331). C-R, motivation for identifying as a teacher was evident 
as self-directed learning and self-regulation practices that PSTs fed-forward from placement 
feedback on their teaching. Iterative reflections on the literature-as-data in Chapter 2, clarified that 
self-regulation “usually refers to awareness and knowledge of one’s learning and cognition and the 
control of one’s cognition that renders this ability essential in learning and development” (Kremer-
Hayon & Tillema, 1999, p. 507).  
 Other dimensions of learning identity-work for teachers (Gibson, 2003; Gross et al, 2010); 
such as teacher autonomy, reflective goal setting and professional self-assessment contributed to 
selecting the shaded code, Personal Philosophy of Teaching from the Data Box 5-1, 
Professional Self-identification Codes, following. This code evidenced the most valued self-
identification experiences participants gauged for their professional “quality-proofing” impact.  
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Data Box 5-1 Professional Self-identification Codes 
 
Professional Self-identification Codes 
A Teachers' Voice 
Actions of professional respect 
Anticipated placement challenges 
Career path decisions 
Challenges with students 
Concerns for employment on graduation 
Concerns for future teachers in the profession 
Crafting feedback with autonomous strategies 
Critical career moment 
Curriculum knowledge 
Digital communication established professional 
relationship 
Embodied experiences at placement 
Exposure to questionable practices of others 
with students 
For the sake of the students 
Granted early teacher autonomy 
Identified turn in professional actions 
Inconsistent feedback practices CST  
Initial professional expectations 
Mentoring advice 
Mutual professional interests with supervisor 
Opposing experiences same context 
Other professional skills transferred 
Pedagogical practices 
Personal philosophy of teaching 
Placement decisions for growth 
Placement demographics – Time 
Placement preparation at uni 
Placement professional support 
Placement taught me how to be a 
teacher 
Positive professional acknowledgement 
Previous work information 
Professional acceptance by students in 
care 
Professional communication 
Professional identity dimensions 
Professional leadership position of 
classroom supervising teacher 
Professional learning and placement 
work responsibilities 
Quality of self as a teacher 
Reflection value of professional 
conversations 
Relationship building practices 
Responsibility as a guest identified on 
placement 
Self-support 
Self-story 
Shortcomings as a teacher 
Teacher education cohort 
Teaching Areas 
The initial challenges of prac. 
Unexpected challenges with supervising 
teacher 
Unexpected placement feedback from 
university supervisors 
Unhelpful feedback from others 
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5.2.3.1  Self-identified with a personal philosophy of teaching 
  C-R, evidence of identifying with a “Personal philosophy of teaching”, featured in Bronte’s 
and Davo’s data boxes (below). Data box, 5-2 (below), revealed Bronte’s efforts to recover high 
quality teaching time with students, was motivated by her personal teaching philosophy. Her 
philosophy (bold, below), focused on her personal professional goal of supporting her students to 
access “the best education” through her teaching; like providing a personal “gold standard” or her 
personal best as a pedagogical professional. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 Data Box 5-2 Bronte Self-identified with a Professional Teaching Philosophy 
 
5.2.3.2 Identifications included motivating disengaged students 
 Next, Davo, in Data Box 5-3, below, shared his goals (identifications) as a teacher were to 
highly-motivate disengaged students, in his professional specialization in STEM subjects in the 
Secondary Sector. Although he experienced reality shock (unexpected self-feedback) after his 
initial contact with them, he was motivated by the main goal of his philosophy of teaching (bold, 
below) to guide students to their future educational / career opportunities. Davo used the metaphor 
of a “tool-bag” when talking about techniques to re-engage students. It had been an effective 
 
Bronte: Well, I think, I was telling you before that in my last three pracs I’ve, I 
haven’t really had any negative experiences, I thought I’d had a couple of tough 
ones, but obviously at this prac. I’ve realised that they were nothing... I really 
thought I was just going to be prepared for anything when I came out to the 
workforce. ... I think this prac. was a really good example for me, too, just a reality 
call, like a wakeup call, because I didn’t think it was going to be like this. ... I got to 
this school, and I was doing grades that I didn’t – I’d never done before, and in an 
area, that ... has a lot of problems in it, anyway... very multiculturally diverse, it was 
very different for me, and I was in complete shock when students were swearing at 
me in the first week ... running into me. In an hour and a half lesson I spent an hour 
trying to get them to look at the instructions. This is my first week. I was in tears in 
the first week, needing to talk to people because I was just – I couldn’t believe that, 
I actually thought that by the end of the first week I thought, oh I actually probably 
made a mistake, I probably am not going to be a teacher, because I can’t do 
this. ... I have to say, by the end of week three, with all the help with my teacher 
and with feedback, and even some of my peers from uni, I was able to start to 
make a difference with the kids. I’m glad that I hung through that long ... because I 
was getting quite upset that it wasn’t working. Yeah, and then I got a lot of support 
and they said how I was doing really well and I was all happy ... at least I know, if I 
do come up against these situations in the future, when I am, like, in an actual job I 
know the strategies to put into place to make it, you know, to achieve my best, 
because yeah, that’s one of my things I need to be able to achieve is best, so, 
I know my students are getting the best education I can possibly give them.  
Which is what I need to – I need know. I shouldn’t be teaching if I can’t do 
that, that’s my point of view. 
       Bronte (Interview 1, p. 2) 
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workplace artefact from his previous career as a professional engineer; but found his pedagogical 
“tool-bag” limited as teaching was not a technical or mechanical fix. His self-regulating strategy to 
seek support from experienced teachers helped him learn and apply higher quality pedagogical 
skills for success with disengaged behaviour by his classroom students. He experienced rapid 
professional growth over the 7 weeks of the placement. 
   
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 C-R, Bronte’s and Davo’s sustained efforts of self-regulation, professional goal setting and 
commitment to a personal philosophy of teaching became part of a future-oriented repertoire of 
practice that met their challenges with securing high-quality professional practice, i.e., quality-
proofing their teaching practice. Both were highly motivated to quality-proof their professional 
identifications or practices for a sense of themselves as teachers. After discussion in its own 
section, aptly named Quality-proofing professional practice; the second preliminary theme will 
follow in section, 5.3. 
5.3 Quality-proofing professional practice.  
 C-R, it is important to discuss the notion of quality-proofing professional practice prior to 
working with the second preliminary theme, as the self-identifications in the data were motivated by 
Data Box 5-3 Davo Self-identified with a Professional Philosophy of Teaching 
 
Davo: I learned an awful lot about behaviour management and after the first 
week I was just about ready to chuck teaching in [ok].  And I was. again, 
perhaps coming being an older person, I mean I’m 52 now, and I had never 
seen behaviour like that [ok] in a class environment, and after a week I really 
was ready [ok] to say nope, I’m going back to what I was doing before.  But I 
stuck with it, ... although one of the overwhelming things that actually got me 
quite depressed towards the middle of the prac., was the lack of … or how 
many, the high proportion of the kids who seemed to have disengaged with the 
whole process. ... I was struggling to see how I could get those kids back, and I 
was looking into my tool-bag, of all the techniques, which was pretty empty, 
because we hadn’t really covered an awful lot of those things ... I was thinking 
goddamit, ... I want to get these kids back and towards the end of the prac. I 
was beginning to have success [excellent].  And then it was all finished, after 7 
weeks. I found the classes a bit of an uphill struggle … until the last … 3 to 4 
weeks where it started to come together …my skill level was increasing.  I had 
more time to talk to other teachers, to listen to their experiences.  And really it 
was more of a question of listening to their experiences of what they’ve had, 
how they’ve dealt with similar sorts of situations… the objective …for me, is 
to be a good teacher … to make the kids appreciate the beauty of 
science … for those that want to go on and be scientists, in whatever 
stream they decide, to have a good grounding … so that they can 
basically hit the deck running when they come to university.  
 Davo (Interview 1.) 
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it and PSTs craved recognition of the quality of their practices. In the previous section, I mentioned 
that Bron and Davo were motivated to improve the quality of their practice, albeit to “quality-proof” 
it, having made it a central goal in their personal philosophy of teaching. From receiving feedback 
in the higher education institution that provided them with regulated quality teaching to improve 
their learning success; to learning and working as a professional teacher in placement contexts in 
which they see-sawed between receiving feedback on their professional practice to providing it to 
placement students as part of their teaching role.   
 The notion of “quality-proofing professional practice” from the field of higher education 
(Carless, 2015; Boud & Molloy, 2013), assisted my understanding of placement feedback and 
practice improvement for PSTs as contextualised by wider influences “such as curriculum, 
pedagogy, and assessment” (Carless, 2015, p.1). Therefore, “quality-proofing” professional 
practice is a dynamic of professional identity formation in which PSTs value placement feedback 
as: 
• a professional self-identification artefact; 
• a quality-proofing accelerant of professional teaching practice; 
• independently and collaboratively managed by themselves; 
• significant in informing pedagogical decisions and judgements;  
• instrumental in enhancing their progress along a professional standards-informed 
continuum of quality teaching 
• supporting other identifications as a professional practitioner of quality teaching.  
 In the following section, C-R, the evidence in data boxes supports this positioning, with 
PSTs quality-proofing their professional practice with identifications mastered from their placement 
feedback literacy.  
 
 
 
In Chapter 2, feedback literacy was explored as a complex skill set vital for improving and 
sustaining professional life-long learning in higher education settings. The degree to which 
individuals master feedback to improve their academic literacy in this context is known as feedback 
literacy (Carless, 2015; Sutton, 2012).  
However, C-R, data revealed the need for the context-differentiated term placement 
feedback literacy; as it concerns quality-proofing practices of participants by transforming their 
academic literacy to make sense of themselves as practising professional teachers. Variations of 
their understandings of placement feedback literacy are emphasized below in bold, in Data Box 5-
4. 
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Derek: I think the most feedback that I got, that I took as feedback, was on my 
first prac., my first practicum.  My first prac. teacher was also the practicum 
coordinator at the school, and she was fantastic.  Every time that I had a lesson 
with the students, she was taking notes and giving me feedback about 
everything … All the kind of hints and tips and stuff that you don’t normally, 
you wouldn’t expect to pick up in the university course. (Derek- Interview 1) 
 
Cee Em: I bring three documents today; one is my supervisor teacher’s lesson 
analysis and the other one is the evaluation for my first prac. and final evaluation 
from him. And the third one is a referee’s statement from him.  (Cee-Em- 
Interview 2) 
 
Cee Em: … As I say, we are doing revision, so the process quite easy, but the 
workload is much as usual.  At this stage, most of his feedback is from his 
discussion with me orally, rather than in written document.  (Cee-Em- 
Interview 3) 
 
Sophie: So, we just had like a lunch and I wasn’t expecting it … they hyped up and 
started doing speeches … It’s a horrible thing… both my supervisors said …how 
they would describe themselves as bit of control freaks!... that it was really hard for 
them to sort of let go at times, of classes, and let someone new take over and run 
with the ball.  Especially with the internship phase. So, I think it was a compliment, 
because both of them stated that although that they had those control 
issues … I built up that respect in their eyes, and that they were quite 
comfortable in the end, and they knew that the classes were in good hands 
when I took over … that was probably … good at the end for them to sort of 
admit that! I’d thought at times, you know, that that was the case, but I think that 
was the highest form of flattery, really, in my eyes was the fact that they admitted 
that it was difficult to deal with those personality issues. As well as dealing with the 
professional side of the role…that I’d sort of succeeded in that, which I thought – 
it’s the best compliment really, at the end of the day, when you know it’s at the end, 
but you look back, and you’re like, yeah, I did go through that progression of 
learning people’s ways… dealing with their personalities… just building that respect 
and slowly progressing. So, I thought … that was probably the best. (Sophie- 
Interview 1) 
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Data Box 5-4 Participants’ Understandings of Placement Feedback Literacy 
  
 C-R, given these understandings, evidenced above, as representative of the spread of 
data, placement feedback literacy was experienced as guiding the professional process of learning 
teaching across the interrelated dimensions of professional knowledge: knowledge as participation 
and embodied understanding, knowledge as being and becoming, and knowledge-as-text (van 
Manen, 2011). PSTs’ reflections of working effectively with placement feedback, clustered around 
formative experiences of feedback as identified by Hattie, (2011), bold indicated, following.  
 The main essence of placement feedback (PF) experienced:  
 a) It contained an individual teaching task or product to support PSTs’ learning  teaching,  
 b) It held planned and unplanned teaching and professional pedagogical processes,  
 c) It motivated professional self-regulation, and  
 d) It contained self or personal dimensions of being and becoming a teacher-in-the-
 making. 
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 C-R, holding the four essential dimensions of placement feedback in place were its two 
main premises, as discussed below. 
 
 An important condition of learning professional teaching is identifying strongly with the 
quality of your own work and managing responsibility for it. Sustaining quality teaching requires 
mastery of the two-fold premise of feedback, and, in this context, placement feedback. The first 
premise condition is acceptance that feedback is a vital component of every-day human 
communicative, collaborative, and learning experiences for workers and all human beings. The 
second premise condition was that feedback came with a responsibility for the receiver to feed-
forward the professional guidance into improved professional pedagogical practice.  Part of the first 
premise condition, was the dilemma that placement feedback was often not recognised as such by 
participants, even though they were primed to readily and actively secure recognition of their work 
and identification-as-a-professional-by-others (see Derek and Bron’s Data Box below).  First, 
Derek, in Data Box 5-5, overleaf, emphasized things that he “took as feedback”, and this became 
an important point in his positioning with placement feedback literacy as limited by his 
understanding of what constituted feedback in this context.  
Derek: I think the most feedback that I got, that I took as feedback, was on my first 
prac., my first practicum.  My first prac. teacher was also the practicum 
coordinator at the school, and she was fantastic.  Every time that I had a 
lesson with the students she was taking notes and giving me feedback 
about everything from terminology that I used, if I was using terminology 
that she thought was confusing or anything that somebody who’s never 
been in front of a classroom before would typically run into, I would expect.  
Everything from that, to posture or position in the classroom, you know, 
moving around the classroom to see how students are doing while you’re 
kind of lecturing/teaching kind of thing.  All the kind of hints and tips and 
stuff that you don’t normally, you wouldn’t expect to pick up in the 
university course. 
                                                                           Derek (Interview 1) 
Data Box 5-5 Derek and Feedback Recognition   
 C-R, upholding each premise required participants’ core reflection on feedback for 
indicators of pedagogic reasoning and self-regulating decisions for their professional growth. 
Premise conditions were not always followed, leaving professional guidance in placement 
feedback inactivated.  
 Kate’s experience (bold, below, Data Box 5-6), showed her prioritising her self-
identifications over those of her CST. She had missed following-through on the professional 
guidance in her placement feedback and experienced a loss of career confidence. 
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Data Box 5-6 Kate’s Experiences with the Feedback/Feedforward Premise 
  
 
Kate: It was a build-up of a lot of things.  I went from being, like, sort of confident … 
I went into the prac. feeling pretty good … the students were going really well. But 
the feedback seemed to be more negative than positive … it was more of … 
like you had to fix things … you should do this, you should have that, not you 
could have done this, or you could have done that to help yourself … I’ve always 
wanted to be a secondary PE teacher … when he told me that it’s most likely that 
I’m not made or cut out to be a PE teacher I started questioning, well what’s the 
point? 
Kate (Interview1) 
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 The concept of self-regulation was introduced in Chapter 2, to identify initiatives of adult 
learners accepting responsibility for their learning; crucial for becoming a professional teacher 
(Butler & Beckingham, 2004; Kremer-Hayon & Tillema, 1999). C-R, participants’ self-regulation 
practices were their intentional application of guidance in placement feedback for improving their 
pedagogical skills, teacher autonomy and relationship-building skills as in Data Box 5-7  
 Bron (below) and previously with Kate in Data Box 5-6. Not only does self-regulating 
intentionally support learning for their placement students, but also, supports the quality-proofing of 
their professional identifications as a teacher. Bron, applied her self-regulation practices of 
notetaking and adjusted her practice for her next teaching opportunity (bold, below) which was 
acknowledged by her supervisor as her intentional feeding-forward changes in her professional 
practice informed by his feedback.   
 
 
 
 
 
 
 
 
Data Box 5-7 Bron’s Feed-forward Example Features Self-regulation 
 
 C-R, other participants used placement feedback to self-regulate their practice when;  
• gauging the quality of their current teaching practices (Derek);  
• anticipating their post placement professional success (Bron, Davo, Kate); 
• engaging it to increase and sustain their professional learning (Bron); 
• extending a profile as a life-long learner (Derek, Davo); and 
• working with it in summative and formative assessment at placement (Derek).  
 
Bron: I just listen to it or like read through it if it’s written down and just think, oh 
well … if it’s in my next lesson … say, I need to move around the classroom more, I 
just make sure I make a note on a sheet of paper and I just do that more in the 
classroom or … I can teach the same lesson twice, just make a note of it on my 
lesson plans, or just on a note of paper that I’ve been working on … if it didn’t work 
too well, just think of ideas of how to change it. I think it was another lesson he said, 
one worked – it was OK, and you could have done this better … he said … you’ve 
actually applied that into the next lesson … that was good … he acknowledged that 
I’ve actually put it in. 
                                                                                                 Bron (Interview 1) 
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5.4 Preliminary Theme 2: Placement feedback supports other identifications as 
pedagogical professional. 
  
 This preliminary theme confirmed claims in the field, that fundamental to transitioning from 
identification as a teacher-education-student to recognition as a teacher-in-the-making, is the pre-
service teacher’s capacity to perform a range of communication tasks and pedagogical practices 
with, for, and as guided by professional others (Hudson, 2013; Mantei & Kervin, 2011).  
Communication with others in every-day conversations, planned and incidental interactions, 
preparations within professional supervision relationships and other relationships, held other-
identifications as a professional for participants.  
 
 C-R, Data Box 5-8 below evidences the diverse spread of activities from placement 
feedback in the data.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data Box 5-8 Codes of “other-identified” from Placement Feedback 
Codes of “other-identified” from placement feedback 
• Early start to teaching lessons 
• Feedback from non-supervising professional others 
• Feedback from non-professional others 
• Granted early teacher autonomy 
• Helpful feedback 
• Initial professional expectations 
• Mutual professional interests with supervisor 
• Pedagogical practices 
• Placement decisions for growth 
• Placement demographics  
• Placement professional support 
• Positive professional acknowledgement 
• Previous work information  
• Professional acceptance by students in care 
• Professional communication 
• Professional identity dimensions 
• Professional learning and placement work responsibilities 
• Quality of self as a teacher 
• Reflection value of professional conversations 
• Relationship building practices 
• Shortcomings as a teacher 
• Teaching Areas 
• Teaching choices offered  
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 C-R, participants found placement feedback on all aspects of themselves, personal and 
professional, distinctive from any other feedback, either when in the role of an employee or when in 
a previous professional role in another field.  One significant facet of this feedback differentiated in 
the data, was the volume and depth of information and assessment they received on their 
effectiveness of working with professional others and placement students across the range of 
placement relationships. From the data, a significant factor for these PSTs in learning this 
relational dynamic was in “accepting feedback, criticism and advice in a professional manner” 
(Joseph & Heading, 2010, p.3) from many sources, including their own self-reflection. PSTs 
experienced the accumulative impact of working with a range of supervising, professional and 
significant stakeholder others. They shared that often-times others recognised the need to 
contribute to their professional growth and offered ways to them to achieve it.  
 In the literature-as-data, Bullough and Pinnegar (2001) discuss the negotiation of these 
tensions between the; “self and the arena of practice and between self in relation to practice and 
the others who share the practice setting”. In the interview data, those aware of these tense 
conditions of the “self” and “others” offered their lived experiences of feedback / practice loops and 
provided reflections of their tensions of ‘dual identities’ of their potential self as a successful pre-
service teacher or teacher and their personal ‘self’, caught in uncomfortable, powerless conditions 
of constant professional scrutiny.  Participants had also contributed to the data via email and 
reflected on their feedback processing methods providing additional or transformed comments 
which informed their professional identity formation after each feedback session and at the end of 
the placement.  C-R, I reflected that placement feedback is not a specific course or subject of study 
that anyone could have completed prior to attending professional experience placements. Rather, 
it was my experience that participants had found feedback at the placement like no other feedback 
they had received from others or self-initiated, and that all participants sought clarification of it 
during interviews. 
 So, from Data Box 5-8 (above), C-R, I chose the code Quality of self as a teacher, (bold 
and italicised) to best reflect other-identifications as a pedagogical professional recognised by 
participants.  Each of the following data boxes of Kate, Derek and Davo, respectively, shows the 
practices they used to feed-forward the professional knowledge in the feedback for improvement in 
the quality of their work and overall growth as a professional. Areas in the data boxes emphasized 
in bold featured the ‘other-identified’ experiences of PSTs’ work as pedagogical professional 
practice. Kate’s practices of “quality-proofing’ her work were acknowledged by professional and 
stakeholder others; other placement teaching staff, parents and students; shown as bold in Data 
Box 5-9 (below).  
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 C-R, Derek’s experience was different from Kate’s above in Data Box 5-9, as he received 
discreet placement feedback from the school principal. He was redirected from his Year Seven 
class to the Prep Class, and initially regarded it as punishment, as he felt out of his comfort zone 
as a teacher, and disappointed that his Year Seven students missed out on his prepared work and 
learning for the day. His initial professional concerns were for the well-being of a student with 
Special Needs, in the Prep class; and he expressed further professional insecurity about being 
able to work within the structure of the Prep program, even concern for knowing the names of 
students.  
 In Data Box 5-10, following, C-R, Derek’s commitment to the students and to be of a 
developmentally appropriate level as a pedagogical professional, for them, albeit with teacher aide 
support, was evidence of the quality of his professional identifications.   
 
Kate:    I went on school camp this year with them, and I did a lot of night watches! 
That was where most of the feedback came from... when you’re sitting with some of 
the teachers, and the kids aren’t really doing anything, you just sit around talk ... 
they brought up a lot about how I interact with kids ... we did something called the 
Leap of Faith, where you had to climb up 30 feet and jump off a platform – in a 
 harness of course!  And a lot of the kids wouldn’t do it, and I said to the kids, ‘well, 
if I do it, will you do it?’.  I said, ‘I’ll show you it’s not that scary’... when I reached the 
top, I got the kids to count me down...I jumped off when they finished counting 
down... a lot of the teachers thought that was fantastic. I didn’t think much of it, I just 
thought it was a bit of fun for the kids, but they said that from that one demonstration 
a lot of the kids got the confidence to be able to achieve something... And a lot of the 
kids got it... the teachers again said that the way that I handled that group was 
very well done ... then we had canoeing, just all the activities that they weren’t 
expecting the prac. students to go in and help the children. I went in ... building 
that rapport with the kids and they were just saying things like I have a really 
good knack at building rapport with kids and things like that ... I didn’t actually 
realise that I was making such a big difference to the kids’ lives. ... I found that with 
the last week of my internship on the last day... a lot of the kids – you see it was 
mainly the kids’ feedback with this day. A lot of them gave me notes, and there was 
this one boy who did nothing in class, like he just mainly sat there, but he gave me a 
note saying thank you for being such a wonderful teacher... Oh, that was really 
special. So even though you think you’re not making impacts, it seems like you are. 
So that’s what I found as a big thing. 
     Kate (Interview 1, p.12-13) 
Data Box 5-9 Kate’s “other-identification” as a Pedagogical Professional 
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Data Box 5-10 Derek’s “other-identification” as a Pedagogical Professional 
  
 Another form of authentication as a professional evidenced in the data, was being granted 
teacher autonomy. C-R, autonomy as a teacher, was recognised as the freedom the individual 
PST used to plan and carry out the day-to-day duties of teachers’ work and included 
acknowledgement from others that they approved of and recognised the professional responsibility 
it required of them as PSTs, for that freedom to be well managed (Furlong, Barton, Miles, Whiting 
& Whitty, 2000; Sachs, 2001). Davo shared his insight of this kind of “other-identification” from his 
classroom supervising teachers.   
 In the following Data Box, 5-11, professional latitude, or teacher autonomy, (bold shaded) 
was granted to Davo with his classroom behaviour management (different to the classroom rules); 
which was contingent upon the CST’s professional scrutiny and accompanying guidance.  He 
embraced autonomy as a teacher to improve his professional practice for a lasting positive impact 
with students’ re-engagement with their learning in the high school setting. 
  
 
Derek: ... Interesting, just talking about the principal’s feedback, on my 
second to last day of my internship I showed up to class, Thursday, ready to 
have all my lessons planned out, my planning’s fantastic, ready to go, and 
the principal walked in and said, ‘you’re going to be with the preps today’!  
And I said what?’ He said, ‘the prep teacher is doing testing, she’s not going 
to be there, you’re going to be with the preps today’. And I’m going from year 
7, where everything is so structured, and so – now we have a math lesson, 
then we have a science lesson and then we have this, to the preps which is 
all playing, and reading them stories, and playtime and cutting out, colouring. 
And on Thursday it felt like punishment to me?  But in actuality, like we’ve 
been talking about it here, that is the highest vote of confidence, really, that 
I’d never really thought about, just to put me in the classroom with, I had one 
teacher’s aide, there was a boy in that class who gets full time support. So, I 
had a teacher’s aide who knew the schedule and the routine and knew all the 
students by name and everything, and so, I felt I had a parachute at least, 
but - no you’re right, that’s just that non-verbal commitment of ‘you’re with the 
preps today and I’m sure you will do a fine job down there’, just, he didn’t 
have to say that, but it was implied by putting me down there.  
Derek (Interview 1) 
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Davo: I think ... again perhaps it’s because I’m a little bit older ... when I say I 
adapted my own personal style, I mean they could see that I had a certain 
personality that came across in the class in a certain way, and I was getting good 
reaction from the class.  I think if ... I wasn’t getting the good reaction, they would 
have ... jumped on it pretty quick ... I suppose coming from the background that I 
have ... and having the personality that I do, I was able to ... do things in a different 
way, but it was clearly, because they were experienced teachers, they had perhaps 
seen this way before?  [ok] And they were knowledgeable enough that they could 
say: ‘OK, do it that way but make sure you do this [make sure you cover this] – 
make sure you don’t do that. And, yes, we like your …’ For example, one of the 
things is … I tend to talk a lot, to the kids, and get feedback and bounce ideas off, so 
to some teachers, they might feel that, you know, because I didn’t always observe 
the hands up rule… it was - sometimes there was a lot of fast interaction, that 
perhaps I wasn’t doing things right because they taught them that they put their 
hand up as they ask a question, ... and my supervising teacher had that rule. But, he 
didn’t have a problem with me doing it in the way that I did, because he could see 
that I was getting, I was … it was a way that you can stimulate the passion and you 
can get the discussion … because sometimes you can throw things out to get a 
reaction, and sometimes that reaction doesn’t flow well if you’ve got to put your hand 
up … those sort of things, but, but again, I found all of the comments to be 
constructive ... they may say, ‘well look’ … and usually if something didn’t work, 
you’d feel it yourself [ok] and they may say to you: ‘ I saw you tried that and how’d 
you feel that went?’... they’d well yeah, ‘I thought so too, but that was because of 
this ... You didn’t do that, or you didn’t do this or, and you know – if you want to do 
that again, try doing it by ....’ 
      Davo (Interview 1) 
Data Box 5-11 Davo “other-identification” as a Pedagogical Professional 
 By demonstrating pedagogical concerns for the progress of their placement students, that 
matched other stakeholders’ expectations; evidenced by Davo, Derek and Kate, above; also 
showed it was their development as a teacher from placement feedback, that led to their 
identification as pedagogically primed professionals to those others.  In the following section, 
placement feedback is positioned as part of a ‘quality-proofing’ process of feeding forward 
supervisor’s professional guidance to PSTs for practice improvement ( …….. ).  
 C-R, the following section 5.5 discusses the four sub-ordinate themes, condensed from the 
codes of analysis.  
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5.5 The Four Sub-Ordinate Themes. 
 
 From the two preliminary themes; Self-identified and Other-identified as a pedagogical 
professional; the common experiences (essence) of these identifications, was organised into four 
sub-ordinate themes (in bold): Pedagogical Practices, Professional Communication, 
Relationship-building Practices and Professional Learning and Placement Workplace 
Responsibilities. C-R, before discussing these four sub-ordinate themes, it is timely to consider 
the two types of professional practice encountered by participants in this phenomenology of 
professional practice. The two types of professional practice were both honoured as represented in 
the data and used in the data boxes to inform evidence discussed in the preliminary themes. They 
can now be shown closer to the codes that have now branched into the 4 sub-ordinate themes.  
 
 C-R, from the outset of interviews and analysis, two conceptions of professional practice 
were encountered and had significant impact on PSTs’ placement-situated professional learning 
(Lampert, 2010). It is important to consider these prior to discussing the sub-ordinate themes 
assigned from three main codes of professional growth recognised as “practices”; feedback 
analysis practices, pedagogical practices, and relationship-building practices.  
 
 The two conceptions of practice focus on a humanitarian and ethical regard for the child as 
a vulnerable learner and precious member of the educational setting and our global communities. 
This regard or sensitivity is recognised in the field as pedagogical tact (van Manen, 2014; Vagle, 
2018); an intentional integrity necessary for working with children-as-vulnerable-learners (Darling-
Hammond, 2010; Noddings, 2015) who require a certain duty of care. C-R, it is important to 
acknowledge this sensitivity as a dimension of pedagogical practices that will be discussed in the 
next section, as a sub-ordinate theme. 
5.5.2.1 The first conception of practice  
The first conception of practice is as a recognised organisation of knowledge, skills, 
ethics, and vocabulary of that field, which professionals engage in, that identifies them as members 
of that profession (Lave, 1993; Dall’Alba & Sandberg, 1996; Noddings, 2003) who use these 
artefacts of practice to distinguish their work as that of a required high quality. So, ‘the practice of 
teaching’ is the overall standard of professional acumen (implicit or otherwise) that must be 
addressed while also learning and developing a personal set of professional teaching practices.  
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5.5.2.2 The second conception of practice 
C-R, the second conception of practice is that ‘practice’ is a dynamic and idiosyncratic 
set of reflective, self-monitoring, learning and teaching skills. The professional teacher uses these 
day-to-day-as-a-practitioner, pedagogically primed and effective in the classroom (Mattsson, 
Eilertsen & Rorrison, 2011; Rodman, 2010). C-R, along with the following passage (van Manen, 
1995), my understanding of the embodied experiences (bold) of living through professional 
teaching practice was from a position of pedagogical sensitivity.  
 
 Inspiration from other research in the field (Grootenboer, Edwards-Groves & Choy, 2017; 
Kemmis, Wilkinson, Edwards-Groves, Hardy, Grootenboer & Bristol, 2014; and Vagle, 2010); 
helped me to understand and identify evidence of professional practice in the data, even though 
practices were multi-dimensional and did ‘double duty’ in the same feedback context. I was mindful 
to be attuned “especially about the entwined lives of the practices of student learning, teaching, 
professional learning, leading and researching.” (Kemmis et al, 2014, p.22).   
 C-R, discussion now follows about these entwined experiences of participants as many 
practices were embedded in each other. This entwinement process was the compounding overlap 
of professional learning and placement workplace responsibilities, pedagogical practices, 
professional communication, and relationship-building practices that identify pre-service teachers 
as pedagogical professionals. 
 
 A distinctive feature of phenomenological, qualitative research and this research is that 
themes overlapped and did “double duty” with multiple meanings within the same data. Using the 
practice-based epistemological framework and hermeneutic framework as tools of meaning-
making, saw all 4 sub-ordinate themes sharing meanings across the data. C-R, where they “do 
double duty”, the data boxes are cross referenced. Discussion of the sub-ordinate theme, 
Pedagogical Practices is introduced in the following section, 5.5.3.1  
The study of the practice of teaching would need to be sensitive to the experiential quality of 
practical knowledge: the acknowledgement that much of this tact, this instant knowing what 
to do, ensues from one's body and from the things and the atmosphere of one's world. We 
might even say that the practical knowledge of teaching resides in the things that surround 
us: the physical dimensions of the classroom that I recognize as my room to which my 
body is adapted. My practical knowledge “is” my felt sense of the classroom, my feeling 
who I am as a teacher, my felt understanding of my students, my felt grasp of the things that 
I teach, the mood that belongs to my world at school, the hallways, the staffroom, and of 
course this classroom.  
                     van Manen (1995, p. 43) 
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5.5.3.1 The sub-ordinate theme: Pedagogical Practices 
Pedagogical Practices is the sub-ordinate theme that distinguished participants’ data 
as evidence that placement feedback supported, sustained and identified their growth as distinctly 
pedagogically professional. Indicators were the intentional investments by PSTs of personal and 
professional energies of working with and for school children, while learning from and assisting 
professional others in supervision to achieve the same. This learning and assisting professional 
others included activities of feeding-forward placement feedback (self-regulating practices), from 
two sources. Self-reflections as self-feedback and feedback from others; as participants attuned to 
facilitating support for children’s’ learning became the motivator and catalyst for their own 
professional growth as teachers.  
 C-R, previously Section 5.3 showed Derek, Bron and Kate, feeding forward their feedback 
while learning teachers’ work as a unique kind of professional and pedagogical caring about 
children as learners, supervised of those already teaching full-time. This finding mirrors a well-
known identifier of teachers’ work which is that it is concerned with the “pedagogic, pathic and 
pedagogical” matters (John & La Velle, 2004). These terms distinguish the professional practice of 
teachers as intentionally parallel hermeneutic concepts of caring which confirms the quality of their 
work as unique from that of other professionals and concerned with honouring the vulnerability of 
all learners.  
 Teachers and pre-service teachers critically care about and strongly identify with the quality 
of their work to teach the required curriculum. C-R, it was evidenced in how these participants 
organised and adapted their teaching of curricular content matter so placement students could 
learn successfully from it. They also demonstrated that they were strongly committed to 
pedagogical practice that sustained ways in which they could work professionally for the best 
interests of children as learners in their care.  
 Pedagogical care / caring is also well accepted in the field as a discreet core component of 
the professional practice of teachers and pre-service teachers, in their daily face-to-face and digital 
educational interactions with classroom students. The literature-as-data was a rich treasure trove 
of knowledge of variations on the core educational value of care and pedagogy entwined with 
learners and teachers’ work as evidence of professional practice. The following constructs in the 
field were mined for their resonating essence, useful for this participant data set of professional 
practice under the umbrella theme, Pedagogical Practices. 
5.5.3.2 The umbrella theme of pedagogical practices 
Pedagogical Practices was a dominant code across the data set that consolidated, 
encompassed and aligned participants’ experiences with those already verified in the field. The 
code was assigned to encompass differentiated constructs evidenced in the field, below: 
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• pathic pedagogies (Vagle, 2010; van Manen & Li, 2002); 
• pedagogical caring (AITSL, 2014; Cavanaugh, 2002; Hull, 1979) 
• pedagogical literacy (Maclellan, 2008)  
• pedagogic literacy (Price, Handley, Millar & O’Donovan, 2010) 
• pedagogical content knowledge (Loughran, Mulhall & Berry, 2004); 
• pedagogical reasoning (Loughran, Keast & Cooper, 2016); 
• pedagogical connectedness (Beutel, 2011); evident as 
• pedagogical tact (Vagle, 2018; van Manen, (1996). 
C-R, the following table; Table 5-2, verified the phenomenological sharing of meaning within 
constructs as this umbrella theme retained the essence of participants’ experiences. It also holds 
significance for aligning the lived experiences of the participants’ data to the codes clustered below 
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Table 5-2 Pedagogical Practice Components Defined 
Pedagogical Constructs Definitions in the Field 
Pathic pedagogies   “A pathic pedagogy assumes that acts of teaching 
depend on dimensions such as relational 
perceptiveness and tact for knowing what to say 
and do in contingent situations… are often, 
embedded in some of the most ordinary and 
everyday work that teachers experience – such as 
moments when students do not understand 
something during instruction.” (Vagle, 2010, p. 142) 
Pedagogic / pedagogical 
caring 
 
The construct ‘pedagogic caring’ (Wentzel, 2002) is 
exemplified by educators in educational contexts, 
enacting ethically sensitive interactions with school 
students. It is driven by expectations of education 
stakeholders for respectful behaviour that 
recognizes and responds to students' individual 
needs, with nurturance and approval.  
“Teachers also demonstrate that they care by 
providing lessons that are creative and interesting 
and through self-reflection of their classroom 
practices.” (Beutel, 2009, p.507-8)   
Pedagogical literacy It “is a reflexive concept in which reading and 
writing (through a knowledge transforming model) 
about PCK is the essential means through which 
the teacher’s pedagogical reasoning develops” It 
also promotes “understanding as epistemic activity” 
(Maclellan, 2008, p.1986). 
Pedagogical Content 
Knowledge (PCK) 
Shulman described PCK as teachers’ capacity with 
“the most useful forms of representation of the 
most powerful analogies, illustrations, examples, 
explanations, and demonstrations – in a word, the 
ways of representing and formulating the subject … 
that make it comprehensible to others” (Shulman, 
1986, p. 9) 
Pedagogical reasoning Loughran, Keast & Cooper (2016, p.387) claim 
pedagogical reasoning to be “the scaffolding that 
supports the sophisticated business of professional 
practice”, describes the work of teachers.  
 
Pedagogical 
connectedness 
 “Five categories of pedagogic connectedness 
emerged from the phenomenographically-inspired 
study. These categories should be seen as 
developmental and teachers are encouraged and 
supported to progress through these stages as 
they mature professionally. The emergent 
categories in order of increasing complexity are 
information-providing, instructing, facilitating, 
guided participation and mentoring.” (Beutel, 2006, 
p.1) 
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5.5.3.3 Codes clustered under Pedagogical Practices 
C-R, mindful of the dynamic of pedagogical experience represented in the table 
(above), the following codes in Data Box 5-12 were clustered under this theme, Pedagogical 
Practices. 
 
 
 
 
 
 
 
 
  
5.5.3.4 Pedagogical practices coded as “for the sake of the students” 
 C-R, at the Graduate Career Stage, PSTs, like all teachers, receive (summative) placement 
feedback from multiple high stakes professional and non-professional stakeholders as 
assessment, professional or incidental, on their capacity for professional pedagogical caring with 
others (AITSL, 2014). Professional pedagogical caring impacts student performance, behaviour 
and their over-all well-being. Given various constructs in the field with “pedagogical” as the qualifier 
(see Table 5-2), it is timely, C-R, to revisit the significance of the term “pathic” for the ‘double-duty’ 
it does when coupled with pedagogy to describe the care-demands required of teachers at all 
career stages. Recognised “as the root of words such as empathy and sympathy” (Vagle, 2010, 
p.142), it is an appropriate term for this professional context given the unique, mindful interactions 
of participants’ learning teaching in professionally-mandated relationships of supervision and 
Pedagogical tact This is a respectful sincerity of a teacher that 
honours the vulnerability of the child as a learner, 
evidenced as a supportive attitude for the other in 
teacher-student relations that is improvisational 
and ethical. Emphasis is on teachers to be-in-the-
professional-moment-with-others in educational 
reality that is pedagogically attuned to “sensitive 
insights, active thoughtfulness, and the creative 
ability to act caringly and appropriately” with others 
(van Manen, 1999, 2015). 
Codes Clustered in Pedagogical Practices’ Sub-Ordinate Theme 
• Professional knowledge of the curriculum 
• Challenges with placement students  
• Critical career moments 
• Curriculum knowledge 
• For the sake of the students 
• Teaching areas 
• Teaching choices offered 
• Professional acceptance by students in care 
Data Box 5-12 Codes Clustered into Pedagogical Practices’ Sub-Ordinate Theme 
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placement community participation. The data regularly held participants’ overt relational practices 
“for the sake of the students” as evidence of a pathic pedagogical sensitivity they built into their 
practice.  
 C-R, Vagle’s description (2010), below provides understanding of the phenomenological 
experience of working “for the sake of the students” encompassed in the meaning of the term 
“pathic” and positions (bold indicated) it and pedagogy as synonymous with enacting teaching, 
below. 
  
 C-R, previous evidence from Bronte and Davo in this chapter; represented other’s learning 
and innovating pedagogical practices. In Data Box 5-13 following, Derek demonstrated a simple, 
yet effective, feed-forward practice of consulting with his CST for feedback so he could make 
classroom management decisions “for the sake of the students”.  He self-regulated his initial 
professional decision by consulting with CST to confirm his professional opinion to assign various 
students to different workgroups.  Motivation to do this and follow through after consulting formed 
part of Derek’s repertoire of decision-making skills that formed a professional judgement and 
strengthened his self-regulating practices, coded at ‘for the sake of the students’. 
 
Derek: ... I think I asked him – he’s the expert in that classroom.  He knows, 
he knew the students better than I did, he’d been with the students going 
into Term 4 ... middle of Term 3.  He’d been with the students a year and a 
half... Me, being brand new to the classroom – two weeks – didn’t know the 
students’ abilities obviously nearly as well as he did... that’d be my purpose 
for asking... I didn’t give it a second thought.  I just adapted exactly what he 
told me. He told me that Student A needs to be with Student B, I didn’t even 
question him, and I just put those two students together … Originally what 
informed my choices was my limited interaction with the students, knowing 
that these girls talk a lot in class, and so I will split them up into different 
groups.   
                                                                        Derek (Interview 1) 
 
Data Box 5-13 Derek Fed-forward Feedback ‘For the Sake of the Students’ 
C-R, from Derek’s communication (above) with his supervising teacher to gain confirmation 
of his professional decisions for the success of his planned classroom activities, we can see that 
he valued this kind of collaborative exchange for the sake of the quality of the children’s learning. 
the term pathic refers to felt, sensed, relational, and situational knowledges and practices. A 
pathic pedagogy assumes that acts of teaching depend on dimensions such as relational 
perceptiveness and tact for knowing what to say and do in contingent situations. 
       Vagle (2010, p.142) 
 175 
 
In the following sub-ordinate theme, Professional communication, shares the many facets of 
uniquely complex interactions PSTs experienced in their personal efforts to secure professional 
identifications as a teacher from their placement feedback. 
 
 Without concise and respectful communication of any sort, learning, and indeed, 
professional learning falters, and is at risk of failing completely. The entire professional process of 
teaching, learning teaching and education is rendered ineffective if attention to expertise with 
communication is not maintained by all stakeholders. In this study, use of the generic term 
‘communication would have limited understanding of the cognitive, emotional, and relational skills 
participants experienced and innovated for their professional identification. C-R, having sought 
evidence in other fields as well as education, I developed a working definition for this inquiry of the 
following context-specific understandings of professional communication at teacher education 
placements that also encompassed the essence of participants’ experiences.  
5.5.4.1 Professional communication defined 
 In this research context, face-to-face, spoken and non-spoken, written and digital 
contexts of intra-personal and interpersonal communication, experienced by participants in the 
‘‘lived relation” (van Manen, 2014, p.302) of professional supervision; was regarded as 
professional communication. Figure 5-3 (below) shows communication stakeholders these 
participants encountered. The double-ended arrows indicate that the pre-service teacher at the 
centre of the professional communication process, experienced reciprocal communication. C-R, 
the arrows act as keepers of the zone of encounters within the distance between them and back to 
the pre-service teacher.  
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5.5.4.2 Communicating as a professional teacher 
 Previous discussion in the sub-ordinate theme, Professional Practices, established 
placement feedback as Critical for participants’ learning and professional practice acquisition in 
high stakes, professionally mandated supervision relationships (Timperley, 2011). However, C-R, 
based on the Transactional Model of Communication in Chapter 2; the data showed the quality of 
this professional learning contingent upon the quality of contributions of both supervision partners 
as co-communicators (in sender and receiver roles), with both responsible for the professional 
quality of interactions. This finding supports the 2007 claim from Groundwater-Smith, Ewing and Le 
Cornu, that “Communication then, is both interactional and transactional”.  
 Figure 5-4, below, C-R, shows the professional communication process as reciprocated by 
both communicators A and B, working with “professional placement noise”.  Professional 
placement noise (below) is an extension of the notion of noise used by Baker, Barrett & Roberts 
(2002). The “noise” in their work is the collective name given to factors that interrupt, disturb, distort 
or sabotage the quality of the communication process. In this inquiry, professional placement noise 
represents interruptions or barriers to professional communication, made up of any combination of 
the communal dynamic of environmental factors, cultural, physiological, psychological, physical 
and semantic barriers experienced in the placement workplace. C-R, it is also important to note 
that the quality of professional communication depends on how much the fields of experience of 
the two communicators overlap reflecting mutual understanding. 
Classroom Volunteers    Other PSTs     Canteen Staff    School Support Officers     
University Liaison Staff           School Admin Staff                    Relief Teachers    
Specialist Teachers     Carers         Teacher Aides         Staff Teachers  
Placement School Students         School Pastor     Parents & family                                               
    Pre-Service Teacher    
 
Classroom Supervising Teacher            School Leadership Team              
           Cleaners           Classroom Volunteers                     Adopt-A-Cop Officers   
 After-School Care Staff       P&C Members       School Crossing Staff                
Figure 5-3 Professional Communication Stakeholders at Placement 
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Figure 5-4 The Professional Communication Process in Placement Conditions 
 
The data evidenced that professional communication as indicated in the process shown, 
in Figure 5-4 above, was the foundational element of human and teaching activity at the 
professional experience placement. It supported pedagogical practice, relationship-building 
practices, professional learning and workplace responsibilities reflected from the selected 
experiences of Kate, Jessica, Cee Em and Derek.   
5.5.4.3 The impact of a “power over” not “power with” communicative approach  
 C-R, by avoiding a “power over” approach and adopting a “power with” approach, a 
supervising teacher using collaborative interpersonal skills with a pre-service teacher 
(Groundwater-Smith, Ewing & Le Cornu, 2007, p.236), eliminates the risk of inflicting a detrimental 
impact on their motivation to teach.  Their very completion of the professional placement can be at 
risk as evidenced by Kate’s unenviable and awkward professional experience, below, in Data box 
5-14. 
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 C-R, placement feedback held much significance for understanding professional 
communication and vice versa for PSTs, based on premises in research (Barnlund, 2017) that 
communication creates meaning, is dynamic, is continuous, is circular, is unrepeatable, complex 
and is irreversible. They are inseparable phenomena of experiencing being a human. This sub-
ordinate theme would not be complete without acknowledging the self and other dichotomy as 
introduced by participants. So, in the next section, two vital dimensions of professional 
communication were discussed as intra-personal and interpersonal skills as part of personal 
growth as a teacher experienced by participants.  
5.5.4.4 Professional communication: Intra-personal and interpersonal communication 
 Practice evidence in the data showed that cognitive, behavioural and affective 
dimensions of professional communication were experienced on two levels; and effective or 
ineffective on either level embedded in placement feedback. The first level, the intra-personal 
communication experience, entailed exploring and expressing their inner self; reflecting on their 
thoughts, emotions, beliefs and questioning and forming professional practices. The second level, 
the inter-personal experience with others, was characterised “as a reciprocal, interactive, dynamic 
process” of communication and connection in which pre-service teachers and others shared 
interacting, “having value, cultural, emotive, and cognitive variables” (Arnold & Boggs, 2019, p. 7).  
 The inter-personal dimension of professional communication carried with it a requirement 
for PSTs to display high quality relationship-building (relational) skills. This would benefit not only 
themselves and others within placement partnerships, but also demonstrate a shared commitment 
to the students and capacity to improve the quality of learning for all. In pursuit of this quality in all 
their work, C-R, participants experienced professional communication of a complexity that held 
high stakes. It was high stakes, as the nature of their role requirements common to professional 
placement in an educational workplace, was laden with learning the emotional labour (Edwards, 
  
Kate: He was just, he was cold to me, really. Very macho attitude. The nicest 
person in the staffroom was probably the Home Ec. teacher! This is, I was in a high 
school. I’m not going to say that I didn’t enjoy it there, like I did enjoy teaching, but I 
found it really stressful in, it was like you were treated as a student not as a teacher 
sort of thing. I did take one day off because I just couldn’t, I couldn’t bring myself to 
go.  And I just, I said to – because I’m living at home with my parents at the 
moment, … I said to my parents, ‘I’m not going, I’m not going back’… it took my 
parents, and a teacher from a different school to come and visit my house to get 
me to go back.  Because I just felt like I wasn’t made to be a teacher.  
      Kate (Interview 1) 
Data Box 5-14 Kate Challenged by CSTs’ Professional Communication Style 
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2015; Tsang, 2011) of teaching and enacting it as pedagogical caring (Isenbarger & Zembylas, 
2006). Working for the educational well-being and improvement of children with others, permeated 
all communication for this shared goal of pedagogical support as well. The codes clustered within 
this theme are shown in Data Box 5-15, below.  
 
  
  
 
 
 
 
 
 
 
 
 
 C-R, the code shown bolded above as Reflection value of professional conversation, 
embraced the essence of this theme as contingent upon the quality of the core reflections of 
participants who developed their professional identity through reconsidering and acting on the 
pedagogical / professional guidance embedded in their placement feedback from self and others.  
The two preliminary themes in Section 5.3 of self and others’ identifications as a professional, with 
Bronte and Davo; provided practice-based evidence of this. The interactions (interpersonal 
communication) from these data boxes with feedback from others and self-assessment 
(intrapersonal communication) distinguished placement professional communication as 
communication experienced like no other.   
 Across the spread of placement contexts, the quality of participants’ practice was 
contingent upon the relational capacity they enacted as part of mastering the professional 
 Codes in the Sub-Ordinate Theme Professional Communication 
A teacher’s voice 
Crafting feedback with autonomous strategies 
Critical career moment 
Digital communication established professional relationship 
Feedback from non-professional others 
Feedback from non-supervising professional others 
Inconsistent feedback practices from Classroom Supervising Teacher 
Mentoring advice 
Professional communication 
Professional respect 
Reflection value of professional conversation 
Unhelpful feedback 
Data Box 5-15 Codes in the Sub-Ordinate Theme Professional Communication 
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feedback loops of placement supervision. Interactions of this professional quality are known in the 
field as:  
• professional conversations (Danielson, 2016; Leonard, 2012; Tillema & Orland-
Barak, 2006; Rust, 1999; Timperley, 2015),  
• professional dialogue (Hudson, 2014),  
• dialogic feedback (Carless, 2012; Price, 2010),  
• movements of pedagogic connectedness (Beutel, 2009 p.514), and 
• pedagogic caring (Stark, 1991; Walker & Gleaves, 2016; Wentzel, 2002).       
 
 C-R, although some participants valued the quality of the professional moments of formal 
reflection during feedback debriefings with their CSTs, not all recognised the ever-present 
conversations as incubators of placement feedback that was crucial to their professional 
development in the classroom as a teacher. Those who did, benefited well as explained in the next 
section. 
5.5.4.5 Professional conversations, professional dialogue and dialogue-as-feedback 
  There was evidence in the data, that pre-service teachers overlooked or missed 
evidence identifying feedback and /or its significance when entwined in their conversations, brief 
discussions and dialogue exchanges before, during and after their work with classroom students 
and significant others.  C-R, talk about their teaching between classroom supervising teachers and 
pre-service teachers alike, occurs in settings that promote shared personal inquiry and trust as if 
co-workers or professional peers as validated in the field by Leonard (2012), below. 
 The professional supervision situation necessitates all parties to the conversation to respect 
this arrangement as a shared space of professional learning infused with extended moments of 
vulnerability for it signals that serious personal / professional practice, inquiry and learning is taking 
place. Vulnerability or openness is always present in these times when teachers talk contains 
important dimensions of active intellectual involvement (Timperley, 2015) mixed with pedagogical, 
professional risk-taking. Paradoxically these conversations are often tentatively balanced between 
emotional support and challenging teachers and pre-service teachers alike, to improve their 
students’ learning outcomes (Danielson, 2016).  
 Contemporary research acknowledges the contribution of professional conversation as 
communication at a high stakes level that improves the quality of teaching with an assumed flow of 
impact on to students in our classrooms (AITSL, 2015; Danielson, 2016; Leonard, 2012; Tillema & 
Orland-Barak, 2006; Timperley, 2015). This was confirmed in the data as dimensions of 
Mentor teachers have a key role in providing feedback to pre-service teachers  during 
professional experience, but as teacher-practitioners the feedback they provide can 
frequently be characterised as feedback from a more experienced peer. 
       Leonard (2012, p.48) 
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professional communication, e.g., cognitive, behavioural and affective elements of communicative 
practice were also identifiable in professional conversations. Jessica’s data (Data Box 5-16, below) 
validated the quality of professional support her classroom supervising teacher had shown, through 
his practices of using a system to work with her in a daily routine of professional conversations and 
collaborative feedback. With the research sub-questions, in mind, Jessica’s response of “wow’ no-
one’s ever done that before – even on my first prac.”, went some way to show an answer for 
research sub-question (3):  RQ3: Which duties of teachers’ work provided pre-service 
teachers with placement feedback that was totally new, unexpected, enjoyable or 
otherwise?   
 
 
 
 
 
 
 
 
 
 
 
5.5.4.6 Feedback-as-dialogue  
C-R, DRA highlighted feedback-as-dialogue as a dominant context of placement-
based professional relationships within the placement partnership. PSTs identified the quality of 
feedback-as-dialogue, entwined in professional conversations with “significant others”, which 
played a Critical role in distinguishing teaching work as the work of pedagogical professionals. 
Kate, in Data Box 5-17, following, found the ping-pong-type-conversation (bolded) professionally 
supportive with her male CST.  She also valued the quality de-briefing at the end of the teaching 
day with her female CST, coupled with micro-lessons of functional grammar to improve the quality 
of Kate’s pedagogical skills’ lessons with the students.  C-R, both Jessica’s and Kate’s 
experiences, under the guidance of their CSTs, had grown confidently from the professional quality 
of conversations they had committed to. 
 
Jessica: So, …the support and feedback that I had from this teacher was different, 
because after every lesson he would actually sit there, type it all up, and then talk to 
me afterwards.  So, I was like ‘wow’ no-one’s ever done that before 
(behavioural) – even on my first prac she kind of … it was more because, again, 
both women, we would talk about it during the day.  Whereas he kind of had this 
system, was, as soon as it’s done, I’m going to tell you, read it, and then tell me 
what you think.  So, and then, it was funny because I would tell him what I thought 
first (cognitive) and then everything I said he pretty much confirmed it in that 
feedback.  The negative and the positive of what I did.  And he came to the point 
where he was saying ‘look, I pretty much don’t need to type anything up for you now.  
We can verbally talk about this because, from the very first week, the second week 
there’s been a huge increase of confidence (affective) and time management’ which 
was like the two issues that I had. In terms, you know, of being a bit more confident 
which is, you know, easy.  Everyone kind of fails on that bit.  
       (Jessica, Interview 2) 
Data Box 5-16 Jessica’s Placement Feedback as Professional Communication 
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C: So, did you get an opportunity to ask him what he meant by those things?  To 
actually question the feedback?  
Kate: Yeah, he was – it was kind of like a ping pong type conversation back and 
forth.  He’d say one thing and I’d say another.  And it just kind of replicate from 
there, which I found really helpful, doing it that way, rather than him sitting me 
down and saying everything in one big blow.  That’s what I meant by it was really 
informal, as in we just sat down, it was just a conversation rather than a feedback 
session, I guess.  But I would say that out of all pracs, my first prac. was extremely 
well done with feedback.  She was fantastic.  We sat down for a good 45 minutes 
after school, and just spoke about the whole day and … 
C: Every day? 
Kate: Yeah, and how things would go the next day.  She was fantastic.  Obviously 
on the first prac. there was a lot of talking because you don’t really know what 
you’re doing!  But she was really patient, and I learnt a lot from her, so, she even 
gave me functional grammar classes as well to make sure I knew I was teaching 
the kids the right thing. So, she took her time out of her afternoon to teach me more 
about functional grammar.       
Kate (Interview 1) 
Data Box 5-17 Professional Conversation About Feedback 
 
 C-R, the following section 5.5.4.7 features practice-based evidence of poor feedback 
delivery, feedback dissonance and self-regulating practices (Gibbs, 2014) encountered by Kate 
(see 5.5.4.8), and feedback fatigue (Fuerst, 2015), and feedback dissonance as experienced by 
Cee Em (in 5.5.4.7 below). 
5.5.4.7 Challenges of little or meagre feedback, feedback fatigue, dissonant feedback 
  Scrutiny and micro-managed (bold-shaded at Data Box 5-18) when working out-of-
his-comfort-zone with repetitive and challenging feedback (Cattley, 2007); Cee Em was stressed 
and exhausted by the over-provision of feedback as it compounded into the condition known as 
“feedback fatigue” (Lipkin, 2013; Fuerst, 2015). Feedback fatigue is a constant feeling of mental 
tiredness and emotional depletion. It is accompanied by a mounting frustration from too much 
performance evaluation and judgement in workplace settings. It can even include the PSTs’ 
disengagement with the placement and the role of teaching, in general. 
 Cee Em experienced dissonant feedback as, after reflection, he did not agree with the 
supervisor’s appraisal of his work and its frequency and remained unsatisfied with the feedback, 
preferring to stick to his self-appraisal that he had improved.  
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Data 
Box 5-18 Cee Em’s Misgiving and Experience of Feedback Fatigue 
 This evidence in Cee Em’s data box (above) supported the claims of Boud and Molloy 
(2013), following, that significant tension and emotion is experienced:  
 
 C-R, reflecting on evidence in the literature of the “emotional business” of feedback (Boud 
& Molloy, above) experienced as discrepancies in judgements validated Cee Em’s lived experience 
of having his professional identity as a teacher challenged by his supervising teacher as such 
emotional business.   
5.5.4.8 Juggling discrepancies in professional judgements  
 Discrepancies in judgements are part-and-parcel of the professional experience 
placement and PSTs were subjected to wide-ranging scrutiny-as-judgements of themselves and 
their work as professionals. Scrutiny was mainly by members of the school community, and within 
the supervision relationship. It was not surprising that some participants experienced this scrutiny 
as invasive criticism and overwhelming feedback fatigue.  Participants, like Cee Em (see Data Box 
5-18, above) experienced anxiety and stress at repetitive feedback without feed-forward support; 
and Kate, in Data Box 5-19 (following), endured a significant challenge to her personal goal to 
become a teacher of a certain standard (albeit her personal gold standard), and her personal 
philosophy of teaching under the intensity of professional scrutiny (Allen, 2011; Day, 2008; Ferrier-
Kerr, 2009; Ganser, 1996). Kate countered her CSTs’ professional opinion with practices of self-
regulation and some degree of distancing in her professional relationship (Cattley, 2007; Ferrier-
Kerr, 2004; 2009; Kwan & Lopez-Real, 2010; Ralph, 2003).  
 
Cee Em: … before prac., I also expect … how much he can improve himself also 
depends on how much feedback he can take.  I mean, how much he can take 
means – some people, or all people not always take every feedback well ... during 
the seven weeks, there’s one Thursday afternoon.  I was very upset.  I’m not sure 
that’s the right word to say. I mean, I was exhausted, mentally exhausted.  Usually 
I prepare lessons every night for the next day.  But in that night, particularly, I didn’t 
want to do anything.  Because I was exhausted physically, and mentally I felt my 
supervisor teacher’s critiques was so strong, and even I tried so very hard, but he 
still strongly make some comment against my performance and I – and that was 
repeated words.  Repeated comments.  And that makes me feel exhausted, 
mentally, I feel that I’ve been trying so hard and I didn’t – I feel I was doing pretty 
well.         
                                               Cee Em (Interview I) 
Discrepancies in judgements between learners and others almost always has emotional 
import and commonly touches on the emerging professional and personal identity of the 
learner … Feedback like assessment, is an emotional business. 
        Boud & Molloy (2013, p.204) 
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Data Box 5-19 Kate Negated Dissonant Feedback as a Professional Opinion 
  
5.5.4.9 Feedback’s ubiquitous identity 
 Derek’s experience evidenced in the following Data Box 5-20, C-R, was universally 
encountered across the data set when he shared reflections in which he prioritised the frequency 
of placement feedback as of value to him.  Perhaps if he had recognised the multidimensional and 
dynamic nature of feedback embedded in the every-day communication exchanges of teachers’ 
work and camouflaged as conversations, then he, too, could have been susceptible to feedback 
fatigue, at worst, or learned so much more if he had been aware of these as opportunities of 
professional learning. 
 
Derek: … honestly, I… really felt like I wasn’t getting feedback very much … but in 
actuality, I was probably getting… literally, hundreds of conversations over a 
seven-week period … We were talking in between, during, in between, after, before 
each and every lesson.      
Derek (Interview 1) 
 
Data Box 5-20 Derek Identified the Feedback He Had Not Recognised 
 
 
 C-R, the following figure, Figure 5-5, below; visually represents the thematic developments 
in the data that addressed queries in the research questions. It depicts the dimensions of 
 
Kate: I had a maths teacher… she wasn’t quite as positive.  In fact, she told me 
that I probably would not be as successful as I thought I would be… I didn’t 
agree with that… I thought…I could be a teacher that would inspire mathematics 
students, rather than try and put them into a different class… show them that 
they can achieve as high as they want to achieve. But a major influence as well 
on teaching role is – I see it a lot like coaching. When I coach kids, I coach them, 
not only skills, but I teach them how to present themselves in a way that 
influences who they are. They’re not to worry about what other people think – as 
in pushing pressures on them, sort of thing. It’s really important that they don’t 
worry about achieving 100% but just the hundred to their percent, not what other 
people expect of them.  Because I think there’s a lot of pressure on students to 
make the cut rather than doing what they can do. 
                                                                                          Kate (Interview 1) 
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placement feedback that were universally shared as the shared dimensions the phenomenon of 
professional identification as a teacher at placement. The dimensions were: the dynamic and 
integrated processes of pedagogical practice formation, professional communication, relationship-
building practices and professional learning and workplace responsibilities held in the lived 
experiences of placement feedback by these PSTs.  
 
Figure 5-5 Themes of Placement Feedback in the Data 
 The largest elliptical shaded area (above, in Figure 5-5) represents placement feedback 
embedded with the themes as foundational dimensions of professional identifications as a teacher.  
Each shape within the figure has a dotted perimeter to show they are dynamic essences of lived 
experiences within placement feedback.  They are also shown as overlapping as data revealed a 
flow of experiences ‘doing double duty’ across the themes. 
 C-R, the following sub-ordinate theme, Relationship-building practices, held the most-
commonly-shared-experiences of placement feedback, and reciprocally inseparable as exemplified 
in the data boxes that follow.   
 
 
pedagogical practices
professional communication
relationship building practices
professional 
learning and 
workplace 
responsibilities
Teaching is a profession that relies as much on skilful human relations as it does on 
subject matter and pedagogical skills  
      Collinson & Killeavy (1999, p.366) 
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 C-R, if we accept that conceptualizing teaching as a profession is dependent heavily on 
mastering “people skills” alongside pedagogical content knowledge as emphasized by the research 
of Collinson and Killeavy (above); then pre-service teacher peers like these participants, should 
focus heavily on becoming skilful in relational capacity-building for and at placement. Evidence that 
this study mirrored the cited research (above), was found in the effective professional relationships 
PSTs cultivated with their classroom supervising teachers, their major professional role-model of 
the placement stakeholder-partners.  
5.5.6.1  Reciprocal support in the supervision relationships 
 Being one-half of the professional supervision relationship carried responsibilities for 
the participant and the classroom supervising teacher (CST). They included supporting each other 
during the supervision arrangement. Participants Tigger and Sophie, following, shared their lived 
experiences in the following data boxes.  
First, Tigger (Data Box 5-21, below) showed how the challenging curriculum topic (mental 
illness), provided an opportunity for him to support his classroom supervising teacher, and she 
reciprocated through encouraging his autonomy to contribute collaboratively during her lessons. 
Data Box 5-21 Tigger and CST Demonstrated Reciprocal Support. 
  
 In assigning this sub-ordinate theme across the data, C-R, it was important to establish 
evidence of the range of professional relationship-making practices experienced and initiated by 
participants. They engaged with and innovated various interpersonal practices to establish 
themselves in the identity of a guest in a professional setting and / or a novice learning to become 
a professional-teacher-in-the-making. Sophie’s experience follows in Data Box 5-22. 
  
Tigger: … So, by the end of the first week I’d taught 5 or 6 lessons and co-taught 
another couple as well. You know, there was one lesson in grade 6/7 Health and we 
were talking about mental illness and the teacher started to run the lesson, and she 
said ‘look, just’ – oh, we had agreed ahead of time that, you know, feel free to add, if 
you like. And it turned out again it’s an area that, with my quasi-medical sort of 
background I was able to value add quite a bit. We ended up having a really good 
group discussion, and I was essentially leading, and she was able to just, with 
confidence, take a bit of a backwards step and let me run it. And so, we had a couple 
of different experiences in the first week where I asked to do a few, she encouraged 
me to do a few, and a few of them just evolved, because, you know, it just sort of 
happened that way. So, look, you know I’ve got a tremendous respect for my 
supervising teacher for the way that she was able to introduce it for me [OK]. Control 
it but allow me to have the experience in a controlled sort of manner.      
                                                                                  Tigger (Interview 1) 
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Sophie: … And you’re a guest at that school too… there is that definite identity, that – 
it is looming over you at all times. I’m a guest in this environment. 
C:  OK [It is]. I’ve never thought about that.  An identity as a guest?! [Hmm] How did … 
you become aware of that to start with? 
Sophie:  I think the seminar prior to going on prac. that Susan ran. So, she did … a lot 
of preparing us for, you know, what are the expectations of the school, what are the 
expectations of the university? What are potential individual expectations? And how do 
you negotiate all of them? So, I think that was – definitely: ‘you’ve got to remember 
that you are a guest, at the school’ … I think that helps you with … not demanding 
things. Because that helps … you’re in a role where … people … expect you to ask – 
you’re in a learning experience, so you definitely have to ask for help … you’ve got to 
approach it in a certain way where you’re not demanding of things … you’ve got to be 
willing … not race for the photocopier but literally stand the last in line! … Those 
practical things that she let us know really helped to build that preparation for when 
you go in. [OK] So, the pack that she had where you bring the sunscreen, you bring 
the hat, you bring the everything… really, I should have added a whistle to that as 
well! [laughter] Because you can’t expect or demand a whistle! … You’ve just got to do 
– either get your own whistle or you build ways around it! Luckily with my level of voice 
that wasn’t an issue! … You work around … it’s just those little things … don’t expect 
the tuckshop … don’t expect what arrangements you’ll have for coffee in the morning 
or lunch or whether there’s refrigerator space, or, anything – don’t expect a desk, don’t 
expect a laptop … you’re really working those things out slowly as you go … I was 
lucky, I had a team that supported me, but I found out that another faculty, they 
wouldn’t allow pre-service teachers to have use of the student laptops. So, they were 
having to frequent to the library – they didn’t have internet access – I couldn’t imagine 
the planning process if I didn’t have access to the internet. You’re sitting there in your 
spares; you’d just be a waste of space. You really would be … that’s when I suppose 
they would be up till 1 or 2 in the morning doing their planning at home … can you 
imagine working in the library, with students and teachers running around … I was 
lucky I was supplied a student laptop to get things going … password, network access 
kicked in … all of those sorts of things … but definitely when that seminar happened, 
because it was great … you needed that, you needed someone to sit down and help 
you with those day-to-day practicalities of when you’re first turning up to a school 
because – gosh, it’s been 10 years since I’ve been in a high school…You forget these 
things … especially if you’re looking at it from a staff’s perspective instead of as a 
student perspective. So, that was really useful, that seminar, and just breaking it down 
into practicalities. 
C: It’s good to hear… I’ve never been … to the seminar … that’s why it’s important to 
know … what were your expectations? … I want to link it back to when you said it’s 
about making relationship, where you’re thrown in with people that normally you 
wouldn’t choose – well you can’t choose who you work with! 
Sophie:  No, they’re your colleagues, aren’t they?!  
       Sophie (Interview 1) 
Data Box 5-22 S phie’s Pr paration to Rela e Respectfully as a G est and C lleague 
 188 
 
5.5.6.2 The challenge of juggling dual identity roles within a supervision relationship 
C-R, there were two role dualities experienced by PSTs and their classroom supervising 
teachers in the professional placement partnership. Two distinct self-dualities for the participant 
pre-service teacher. First, there was the identity role as a teacher education student and second, 
their professional role identity as a pre-service teacher. The classroom supervising teacher (CST) 
also manages two distinct yet competing identities. First, there is the role as the professional 
classroom supervising teacher, and second, the role as the mentor (Hudson, 2013; Kwan & Lopez-
Real, 2010). Even though it could be a conflict of interest that the CST, as part of their assessment 
role as a supervisor, also mentored them. The potential for conflict of interest within the supervision 
relationship can be interpreted as the CST’s vested interest when mentoring of promoting a ‘do-it-
my-way-to-pass-assessment’ position affecting PSTs authentic professional growth.  
 C-R, PSTs still predominantly identified their supervision relationships as the most 
significant professional-identification experiences that positively impacted their development as a 
teacher. This mirrored Hudson’s findings in 2014 (below) in which the role of mentors was also 
frequently associated with the role of CSTs by participants, placement feedback and the placement 
supervision relationship. 
 C-R, other terms such as: “my teacher”, “the supervisor”, “my classroom teacher”, “my prac. 
teacher”, “the teacher” were found in participants’ data. So, C-R, some did not see the classroom 
supervising teacher in the role of mentor.  
 Some like Derek, differentiated between male mentor and female mentor as a point of 
difference of support that he had experienced. See Data Box 5-23 (below). 
 
Mentors play a key role in developing pre-service teachers for their chosen careers and 
providing feedback appears as a significant relational interaction between the mentor and 
mentee that assists in guiding the mentee’s practices.  
         Hudson (2014, p.63) 
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 C-R, additional insight from Hudson’s work (2014, in 5.5.6.2, previous) used from the 
literature-as-data, confirmed Jessica’s experience in Data Box 5-24 (following). 
 
 
 
Derek: that first prac. was fantastic, with the bag of tricks, bag of tools that a 
teacher needs when they go out in the classroom. Stuff that you don’t learn at 
university. When I went on my second prac., I had almost the opposite experience. 
So, I had a female mentor teacher in my first prac., male in my second prac. … I 
went from Year 6 to Year 7 at the same school. And my male practicum mentor 
was – very little verbal feedback, when I would take a lesson he would spend half 
the time outside of the classroom doing photocopies or doing … running around, 
doing whatever errands he had … he was, during non-contact time … running 
down to the bookstore getting books for the kids and stuff, but he wasn’t around a 
whole lot to observe me to give me the kind of feedback that I had in my first 
prac.… it was … a little bit … made me nervous at first that I was taking the class 
all by myself and no-one was around – I didn’t have a parachute. If something went 
wrong, I didn’t have somebody there to … fix the problem.  But I learned really 
quickly, that it made me, after maybe one or two lessons … feel really comfortable. 
I felt … kind of trusted … like I could teach what I wanted to teach how I wanted to 
teach it, and I wasn’t going to be judged necessarily on how good or how bad a 
lesson was, which was, over time, comforting. 
C: Hmm.  Could you tell me a little bit more about ‘over time’ comforting? That 
sounds like maybe it started out originally, as you said, I think your words were … 
you thought you didn’t have a parachute…which is an emergency exit, or an 
emergency landing, whatever happens. If you crash and burn ... 
Derek: Exactly. I guess I’m picturing these horror stories … a kid breaks his arm or 
somebody … I’m thinking about all these scenarios … what could happen in the 
classroom. We could have a lockdown procedure or something that I’ve never 
experienced … just having somebody there that would have experience, would 
know what to do in that situation – that would be nice to have.  But I, guess… over 
time I was worried less and less about the ‘what ifs’ and just kind of got feeling 
comfortable in … kind of my own skin as a teacher … I kind of felt like I had free 
rein to do what I felt was necessary and that I wasn’t, like I said, I wasn’t going to 
be judged on that.  I think that probably took maybe a week … or two even?  To 
really feel like, if I wanted to branch out and go away from what the typical class 
structure was – I think for probably the first week or two I was following a strict 
timeline of what, ah, how the class normally operates… I think that it took probably 
about two weeks to really feel kind of comfortable in a situation where somebody 
wasn’t looking over my shoulder and if I wanted to do a double SOSE lesson in the 
afternoon, then that’s something that I was … entitled to do and was no skin off my 
mentor teacher’s back if I did that …I ended up having a conversation with him – 
he was the kind of guy that doesn’t have any, necessarily, planning that you could 
look at.        Derek (Interview 1) 
Data Box 5-23 Derek’s Experience of Varying Supervision Relationships 
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Data 
Box 
5-24 Jessica Validated Quality Support. 
 
 Right from the initial coding by Marina in Stage 1, “Relationship-building practices”, was 
retained after all stages of coding.  C-R, it was distinguished as the most significant trend in the 
data, so assigned as the super-ordinate theme. The entire process of relationship-building 
practices was framed as the global term relational capacity, and the final construct of relationality. I 
assigned the code Relationship-building practices to activities that PSTs innovated from 
placement feedback from the two sources they experienced it; self and others. The first source of 
practices was embedded in placement feedback from others, followed by self-initiated feedback as 
part of the learning- assessment-communication-loop for their improved teaching practice in 
learning teaching. The second source was the self-initiated support pre-service teachers offered to 
others, professional others or children-as-learners.  
 The data boxes that follow, C-R, revealed how professional communication from others 
towards themselves, prompted participants to self-initiate support for others, that helped them carry 
out the professional responsibilities of their supervision agreement.  Self-initiated support for others 
also included participants’ self-regulating practices after placement feedback by helping 
professional others support placement-students-as-other-learners.   
 
Jessica: … So, again, the areas that I’ve been supported in with my teaching, with 
my teacher that I had, he supported me pretty much through the whole thing from 
the start and to the end.  He said, the way he said it ‘I’m going to leave this in your 
capable hands’.  So, he would say to me, ‘this is what we’re doing; you go ahead 
and make a lesson out of it’. And he wasn’t, it wasn’t the fact that ‘check with me 
before you do it’. I’d show him it, and he’d say OK, go ahead and do it.  So, to the 
fact that he, even thought that of me at the beginning, he still was … ‘this is what 
we are going to do, I want to see how you do it.’ And, it was still very supportive 
because even when I felt a bit - ‘oh, I don’t know if this is going to work out’, the 
fact that he said ‘no, no, that’s fine, maybe if you added this or something’ that was, 
OK, good. So, he wasn’t changing what I did.  So, I found, especially when I had to 
implement the reading groups in the classroom, he was very supportive because 
we had to do probing tests with the students.  And I had to make judgements of – 
where do I think they’re going to fit.  So, in that respect he was very supportive of 
how I was doing that. 
                                                                                  Jessica (Interview 2) 
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 Supervision relationships, C-R, are shaped by mutual trust, risk-taking, shared and 
unshared experiences of success, support, misunderstanding, assumptions, unmet and exceeded 
expectations woven into feedback (Hudson, 2013, 2014; Martinez, 2004; Mifsud, 2018). Although 
the supervision relationship is traditionally portrayed as one of ‘a master and an apprentice’, 
Mifsud, below, recognises that there are mutually beneficial dimensions of the relationship that 
reflect a symbiotic arrangement for both in the professional supervision arrangement of the 
placement.   
  
 Professional supervision relationships were all of this and more for these participants with 
the potential to make or break a fledgling career as a teacher as shown in the following vignettes of 
placement feedback. 
 The relationship-building practices code (bold, below), highlighted the essence of the 
theme inclusive of Marina’s experience above. Analytic development after Marina’s exemplar 
showed the codes clustered at this theme in Data Box 5-26, following. 
  
 
Marina: … She ended up giving feedback … she said having a prac. student was a 
two-way process and she said it’s been helpful for me. I think team teaching is 
good because I was doing some games in amongst things and was keeping the 
kids on task and she was saying: I’ve realised I can do things like that… also, with 
some of the Choice Theory things, because that was in the lesson where I had the 
student really playing up and not wanting to write things down and just having 
those questions…she said, ‘he was on task’ and ‘he did what you said to do’ and 
things like that. So, that was positive feedback from her.  And I felt that she 
stepped around my differences to her and didn’t criticise me. 
                                                                                Marina (Interview 2) 
 
Data Box 5-25 Marina Validated CST’s Relationship-building Practices 
Classroom teachers, who play a vital role in the practicum, despite being ‘superior’ to the 
‘subordinate’ student teachers, still have a symbiotic relationship. The practicum experience 
depends on the fostering of relationships with their student teachers, the level of 
communication, the quality of feedback, and the leeway for autonomy and teacher leadership 
in the classroom. 
        Mifsud (2018, p.178) 
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Codes clustered for the sub-ordinate theme, Relationship-Building Practices 
• Positive professional acknowledgement 
• Actions of professional respect 
• For the sake of the students 
• Helpful feedback 
• Inconsistent feedback practices from Supervising Teacher 
• Initial professional expectations 
• Mentoring advice 
• Responsibility as a guest identified on placement 
• Relationship-building practices 
• Pedagogical practices 
• Placement decisions for professional growth 
• Professional acceptance by placement students 
• Professional communication 
• Professional leadership position of the classroom supervising teacher 
• Professional learning and placement work responsibilities 
• Professional respect 
• Mutual professional interests with CST 
• Negated dissonant feedback from others 
• Placement professional support 
• Reflection value of professional conversations 
• Responsibility as a guest identified on placement 
• Self-support 
• Unhelpful feedback 
Data Box 5-26 Codes Clustered for Sub-Ordinate Theme, Relationship-Building Practices 
 
5.5.6.3 Expectations and limitations: Learning shared and unmet support goals 
 Data showed participants were primed in the ITE setting, to experience professional 
support and guidance. They assumed support would be of the mandated quality needed for their 
professional growth within the professional supervision relationships. Many expected to be carrying 
out the every-day duties of teachers’ work. The professional duties that ranged from planning and 
implementing curriculum including lessons, teaching pedagogical skills and the mundane, non-
teaching duties like assigning students lunch and bus lines to and that these would be modelled for 
them (Walkington, 2005; Coldron & Smith, 1999; Le Cornu, 2015; Loughran, Keast & Cooper, 
2017).  Receiving solicited and unsolicited feedback on their teaching performances (Ferrier-Kerr, 
2011; Kwan & Lopez-Real, 2010; Martinez, 2004) was experienced as part-and-parcel of these 
professional supervision arrangements.  
 C-R, participants also shared their motivations to teach and their professional goals as a 
teacher within the comfort or discomfort of their supervision relationships. I recognised their 
motivations and goals as dimensions of their personal philosophy of teaching and coded  
 193 
 
accordingly.  By mustering their self-regulating practices, they worked on their goals to raise the 
quality of their work.  
 Sophie, in Data Box 5-27, following, linked her goals with performance goals she held for 
her ESL students and reflected on them at the micro-level and macro-level. She time-managed her 
teaching role responsibilities (Haigh, Pinder & McDonald, 2007) by working collaboratively with her 
classroom supervising teacher and the ESL team.  
 
 
 
 
 
 
 
 
 
Data Box 5-27 Sophie’s Goal Setting: Professional Practice and Relationship-Building 
 
5.5.6.4 Reciprocal feedback validated practice 
Reciprocal feedback, C-R, was a trend in the data as learning was shared.  
Beyond any evidence of limitations experienced in professional supervision relationships, such as 
self-doubt or unmet professional and /or pedagogical support; the work of Hudson (2013), below, 
establishes that supervision partnerships hold the promise of high-quality, beneficial professional 
support. 
 
 C-R, classroom supervising teachers (CSTs) provided professional mentoring support that 
helped participants build capacity as a teacher in two main ways. First, they modelled professional 
relationship-building practices when they modelled high-quality pedagogical practice. Second, 
participants developed professional judgement and reciprocated support with their adaptive 
expertise with successful teaching practices that matched their mentors. For such highly 
collaborative expertise to be shared, trust was evident, woven into the professional practice shared 
between the relationship partners for students’ learning.  
 
Sophie: I think… the lived experience, the day-to-day… building 
relationships …you’re thinking about that in terms of day to day survival… how can 
I meet my daily roles… how can I meet my weekly goals of these classes and 
planning for them… looking at like smaller picture type responsibilities like: ‘How do 
I get this ESL student to achieve?’ So … of course you’re building relationships 
with the ESL team, building your resources … talking to people ... constantly trying 
to get advice from them … you get to the end stage … your supervisor has to sign 
off on an evaluation, and you start getting a bit panicky: ‘Have I ticked off all the 
requirements, have I met all The Standards?’… the day-to-day isn’t looking at that 
bigger picture … you’re just looking at succeeding …with what you have in front of 
you … you’re not looking at: ‘Am I doing this to the professional standard?  
     Sophie (Interview 1) 
… mentoring acted as professional development and lead towards enhancing 
communication skills, developing leadership roles (problem solving and building capacity), 
and advancing pedagogical knowledge. 
          Hudson (2013, p, 771) 
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 Professional learning shared with her classroom supervising teachers seemed a very 
natural part of the ethical qualities of their professional supervision relationships. The following 
excerpt in Data Box 5-28 with Jessica, highlights the reciprocal sharing she experienced, 
embedded with professional trust. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data Box 5-28 A Reciprocal Sharing of Jessica’s Practices with CST. 
 
5.5.6.5  Relationships tested with issues of trust  
 The range of professional learning experiences in the data, C-R, exemplified just how far 
some placement professional relationships could be lived through with authentic honesty. This was 
the case with Bronte’s experience (below) when she gave a direct personal / professional 
judgement on her goal to teach differently to her classroom supervising teacher. Their relationship 
must have been qualified on some level of trust, prior to this, so it could withstand her frankness.  
 C-R, like Jessica’s excerpt, above, Bronte’s data (Data Box 5-29, below) evidences her 
commitment to providing high-quality inquiry-based teaching to engage her classroom students in 
active learning. 
 
 
   
Jessica: …We’d never done it before in the class… I had a, we used the 
projector to play an interview of a Steve Irwin interview with Andrew Denton. 
And I got them to watch that … I had printouts of the actual interview … we 
did role plays of interviewing with each other, because they had 
assessment … she said to me, oh at the end, when we were saying our 
goodbyes, this was like the second week before prac. finished. I said, ‘I’ve 
learned so much from you’, and she said, ‘no, I’ve learnt a lot from you, I’ve 
photocopied your interviewing lesson, I’m going to use that again’. I was 
like, wow, I’m on first prac. and she’s going to use it again. And she said, 
‘no I’m serious, I’ve even given it to the other English teachers, if you don’t 
mind’. I said, ‘no, I don’t mind, use it’. So that she used my ideas, because 
she’s never done it before, she said ‘oh, I’d never thought of doing it that 
way’… she was honest enough to say, instead of saying oh, it was OK, she 
actually told me … she was very humble in that regards, because she didn’t 
make herself out to be this huge ‘I’m this big awesome teacher’, ‘I’m 
learning from you as well’. So ..., on this last prac. I just had; we had 
another lesson. It was just a spelling lesson, but I mixed it up a little.  And 
he said, ‘I like how you did that, I’m going to use that’.  And again, he even 
expressed to me, ‘look it’s different, I’m a male teacher, you’re a female 
teacher, so I’m learning from you just as much as you’re learning from me’.  
So, he said ‘when I’m watching you, I’m actually learning from you as well’.  
So that’s really increased my confidence in that area. 
      Jessica (Interview 2) 
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Bronte…I find it really hard in a senior setting, probably because I haven’t had any 
practice, at getting real life situations, and putting them into the subject – especially 
with Core PE. We’re doing fitness training. It’s pretty straight down the line, really… 
my lessons, I was following pretty much the same lessons that my teacher was 
doing, previously… I have to say, even to start with, I said to her, I’m going to 
change this at some stage, even when I get … comfortable with the class, because 
I find this boring myself, and I wouldn’t want to do this as a student.  And she was 
very open, she said ‘yeah, that’s fine’ because she’s senior school, where they can 
– they just put up a power-point, and the kids copy down, and that’s what it is.  
Which is what we were doing in our class.  And I changed it, and it was with one of 
the classes that are quite, ah, loud – they’re the naughty class, as much as it’s 
horrible to say. They’re lovely kids, I tell them, I do love you all, but … you’re a little 
bit naughty, but – they think that’s funny. But, they – it was with that class, we were 
doing flexibility, testing flexibility, and I got them up. I’m very double jointed myself, 
and I showed them my double-jointed knees, and everyone got up and had a try 
and we looked at double jointed elbows and we looked at, you know, your fingers if 
they’re double jointed, and asked if anyone else had other things. ‘Can anyone do 
the splits?  Let’s try to do the splits. Does anyone?’ … we got up and we did all of 
this stuff, and then we went out and we tested our physical flexibility … and she 
came back, and she was like – I have to do this for the next class, can I do your 
lesson?  And I was like, yeah, of course, go for it.  Because the kids were just that 
much more engaged, and it was really good seeing that she obviously thought the 
same thing.  But yeah, I honestly, when I saw it working, it was like – oh, this is so 
much easier to teach them when they want to learn and want to do something fun. 
Rather than copy it down from a power-point … it was good that she actually 
acknowledged it as well. 
Bronte (Interview 1)        
Data Box 5-29 Bronte’s Reciprocal Feedback Validated Her Practice. 
 
5.5.6.6 Unmet goals of support blighted some relationships 
C-R, from time to time, participants shared amazing experiences of courage, pedagogical 
innovation and vulnerability; as evidenced by Davo’s most extraordinary example (following) of his 
classroom management inexperience and his unmet professional support for a Special Needs 
classroom student. He encountered a senior ‘casual’ relief teacher in the role of supervisor and 
had asked for assistance with this student during his lesson.   
In Data Box, 5-30, below, what unfolded, was a range of misunderstandings of 
professional supervision roles showcasing issues of classroom and staff management, on the part 
of the various professional placement stakeholders involved.  Davo explained the scenario that 
held the potential to escalate into career-damaging professional redress for him over his classroom 
management practices and professional conduct with other staff. 
 196 
 
 Davo: I had a dreadful experience on my first prac. where I had an older teacher 
come in as a ‘sub’ science teacher that I’d been getting on very well with and I had 
a lot of really good feedback from, but this was only my second week, on my first 
prac., so I was still really learning the ropes… I had this prac. teacher, who I can 
only describe as Dame Edna, came in … I mean she was a 30-year teacher. She’d 
actually retired from the school… she just came in, she just got a telephone call 
every now and then to come in and be a ‘sub’… we had a child in the class with 
Aspergers…something Aspergers and Autism, I had never come across before… I 
might have, but it had never had a label that I then had to deal with [yes]. And this 
kid, sometimes he would be very, very inclusive in the class … partake in the class.  
And other times would be completely shut down … you could see the book and 
letting me get on with it and I went up to her and I said, ‘would you mind helping 
James with his work?’… I’d set them a little task… where they had to … write 
something and then we were going to talk about it. And she went over, and James 
was quite rude to her, and I said, I had told her, I said ‘James has Aspergers 
and … I’d like you to go and just help him, because otherwise…– the two of us are 
here, so we may as… well just sit with him.’… she started a blazing row with 
James… she said that he was a lazy little bugger. She’d never met him before. She 
said he was a lazy little bugger and he was rude; he called her a f-ing bitch! And it 
was [on!]. It was on for young and old in that class … James running around the 
class and then the rest of the class started – they’re Year 8s, started acting up, and 
I was … looking into my pretty empty teacher’s tool bag for the manual of what to 
do in this sort of situation! I had to calm the situation down, calm the other kids 
down and calm the supervising teacher down… during this period, I grabbed 
James, who was running around the class and marched him back to his seat and 
said: ‘now, sit there and behave yourself while I deal with the rest of this.’ She 
reported me to the school, and I was put up to the Ethics Committee for Education 
Queensland [ooh]. So, it was a nightmare of a class.  
C: Yes.  The whole situation. 
Davo: The whole situation … I then came across…quite separate from my 
experiences in the staffroom … the EQ bureaucracy … I realised that it was very 
much a machine that once you started turning the old cogs, it … just marched 
on … until it sort of spat you out at the other end. Now, the headmaster, rather than 
dealing with the situation for what it was, and me being a student, decided he 
would report me to the Ethics committee, because he said that it would be good for 
me … he didn’t want anything to come back on the school … he reported me to the 
Ethics committee, for grabbing this kid and sitting him down like I did. They 
promptly replied to his email and it said, ‘nup, deal with it … in-house’. So that 
[pleased about that] was the end of that … I then just realised that … you’ve got to 
be so careful about what you did. I won’t say it put me off the state system, but I 
kind of saw under the petticoats a little bit … saw a few things that I didn’t quite like 
the look of…then - I obviously did the rest of prac. I had some really great, great 
experiences … but the staffroom were absolutely incensed that I should have been 
in this situation … one of the main reasons was because she’d actually said 
nothing at the time, during the class [ok] and I was just reported after. … it would 
have been a big problem for me had Ethics taken it any further, but it didn’t, so it 
was just a little blip on the radar.  
       Davo (Interview 1.) 
Data Box 5-30 Davo’s Unmet Professional Support / Unpredictable Outcomes. 
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Placement feedback supported participants’ professional learning embedded in the 
identity-work of teachers and the required placement workplace responsibilities. The close 
association between the 2 elements was evident in this data. C-R, the work of Groundwater-Smith, 
Ewing and Le Cornu, (2007, p.159) promotes five focus areas for professional learning practice 
growth that validate the connection as already experienced in the field. Listed below, in Data Box 
5-31, the essence of these focus areas was integrated with other insights from Loughran et al, 
(2017), and guided thematic coding. 
 
Professional learning and placement workplace responsibilities: Focus practices 
 
1. Sustain placement learning by constantly monitoring and adjusting your 
investments in your own professional growth. 
 
2. Develop self-reflective practice on placement feedback and self-regulate your 
learning. 
 
3. Learn about the high stakes context you’re working in as a dynamic public domain 
with high risk responsibilities ‘for the sake of the children’ in your care. 
 
4. Cultivate collaborative work practices of and for pedagogical reasoning to support 
students’ learning. 
 
5. Nurture your self-esteem and wellbeing for high quality effectiveness as a teacher. 
 
Data Box 5-31 Guided Identification of Professional Learning Coded at This Theme 
 
 C-R, the codes (below) addressed in Data Box 5-32, evidence understandings in the data 
that were helpful for reconciling research sub-questions 2 and 3, following: Question 2: What core 
values of teaching and learning challenged or affirmed PSTs because of placement feedback; and 
Question 3: Which duties of teachers’ work provided PSTs with placement feedback that was 
totally new, unexpected, enjoyable or otherwise? 
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5.5.7.1 Placement decisions for growth 
 C-R, according to the professional learning evidenced in Derek’s and Tigger’s data; 
placement feedback on their performances of a range of workplace responsibilities of a 
professional teacher, became the central component of their professional learning that sealed their 
professional identifications. The essence of the following Data Boxes 5-33 and 5-34 verified 
alignment of their experiences as evidence of professional learning (Earl & Timperley, 2009; 
Furlong, Blackmore, Sugrue, Orrell, Day, & Sachs, 2011; Kane & Francis, 2013). 
 Derek’s experience in Data Box, 5-33, below, C-R, was indicative of others’ when he 
identified his management of the daily routines of planning and behaviour management as one 
main indicator of his improvement-as-a-professional. Over the span of the placement, he had 
developed his own “standard” of practice improvement as he made decisions for his professional 
growth in classroom management. 
  
Codes for Professional learning and placement work responsibilities 
• Placement decisions for growth  
• Shortcomings as a teacher 
• Pedagogical practices 
• Relationship building practices 
• For the sake of the children 
• Critical Career Moment 
• Placement taught me how to be a teacher  
• Mentoring advice 
• Responsibility as a guest identified on placement 
• Unexpected placement feedback from university supervisors 
 
 
Data Box 5-32 Codes for Professional Learning and Placement Work Responsibilities 
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C: …  Did you notice any automatic things that you were doing? 
Derek: Absolutely! … I was with them for 7 weeks straight… I was in the 
classroom, you know, in front of them in the classroom. If I wasn’t team teaching, I 
was teaching. So, it was one of those things that I was almost full time at the end of 
four weeks – three weeks where I was extremely full time, by the end … I was at 
the point where I would come to school with just kind of a timetable that was 
morning, we’ll do math mentals and then we’ll do the worksheet … 4A from the 
book, then we’ll have a break where I’m on duty. And it was kind of like just this list 
of times, and not necessarily these lesson plans, four page for each lesson, but 
literally the last three, four days of internship was one page of shorthand planning 
for the day – more to keep me on time schedule than even planning, because I was 
in such a routine of – like I said, where we had a timetable that I’d started with 
seven weeks ago, where I had a timetable that said we had music at this time, so I 
need to make sure that I get my math done in 30 minutes in the morning or 
whatever. I’d moved from this timetable structure of making sure all my lessons – I 
have a 30-minute lesson that’ll go there and an hour-long lesson that’ll go there, to 
I know the way that the students are flowing, I know that so and so missed the last 
science class, so if they’re there here today I need to make sure that I get them 
these handouts. All this stuff, just, I didn’t even think about it anymore. Didn’t have 
to plan it the night before.  Getting so much better sleep!  At the beginning of my 
prac., when, at the beginning of my internship, when I took over full time days, I 
was literally up at 12.30 or 1 in the morning, reading over the science material we 
were going to do the next day, so I’d know the content, and making notes, and 
creating like I said four-page lesson plans.  Four pages of what I’m going to teach 
in an hour. To not needing any of that all, so, the amount of things that became 
automatic is just – can’t even describe it. … when I started internship, I wouldn’t 
notice kids at the back of the room talking or passing notes and you don’t notice 
just little things. When I very first started on my internship, I know the first feedback 
I got was – good lesson, felt like most of the class was engaged, but did you notice 
so and so had their head down most of the time.  And I didn’t even notice that. It 
was something I was so worried about the content that we had to cover, and I was 
so worried about asking appropriate questions of the students, and making sure 
that I was asking higher order level thinking questions, I’m going through Bloom’s 
taxonomy in my head, I’m going through all these theories, and the uni type stuff, 
and I didn’t even think to look at the back of the room at somebody who had their 
head down most of the lesson. And those kind of things, by the end of prac., it just 
comes naturally.  You turn around and you’re ‘hey, are you paying attention’, ‘do 
you know what we’re talking about’? You start calling on students you know aren’t 
paying attention, trying to get people involved, asking, directing questions at 
people. It just comes automatically… It’s not something that you learn in university.  
It’s not something that – I don’t think can be taught. It’s just a matter of being there, 
in the presence, exposure to the classroom 
Derek (interview 1)        
Data Box 5-33 Derek’s Placement Decisions for Growth 
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C-R, converting placement workplace responsibilities and professional learning into 
professional practice that would secure a sense of themselves as teachers was very challenging 
for PSTs.  Derek (above) saw some reprieve from the felt responsibility of teaching as his daily 
teaching duties ease with time in the placement role. 
5.5.7.2 Self-initiated professional development  
 Tigger took responsibility to self-initiate extra professional development (bold, below), 
beyond his relationship with his classroom supervising teacher, for a range of guidance for his 
growth to improve the professional quality of his teaching. His practices (below) aligned with the 
professional focus practices in Data Box 5-34.  
 
Tigger: … I volunteered to teach some other lessons for some other teachers and 
got some feedback from them as well.  And one of them was the feedback was very, 
very good, because it was clearly constructive.  And she said, are you aware that you 
continually call the class – refer to the people in the class as ‘guys’ all the time? And you 
know, my teacher, supervising teacher, obviously didn’t have a problem with that but she 
did.  And I totally get that, from a gender equity point of view, you know, it’s a huge issue.  
In PE, gender is very important, and it’s something I’m doing research on at the 
moment … for one of my uni subjects. This is just a bit of an aside, but one of the things 
that I noticed in PE, and I spoke to my supervising teacher about this as well, that really 
troubled me was that a lot of the girls were disengaged… And it troubled me, you know, I 
wanted, and I expected, because I really enjoyed PE at school, and that’s because I’m 
white, male, middle class.  PE, traditional concepts of PE, that are reinforced continually, 
are that it’s designed for male, white, middle class. And if you’re not that, then you often 
feel quite alienated.  And subsequently, and I think I now know … that’s what the girls, a 
lot of the girls were feeling, they, you know, in the co-ed sort of classes.  But some of the 
boys as well, who weren’t so physically able were also pushing back and quite resistant as 
well.   So, I’ve selected that as the area I’m looking at for my Ethics and Equity 
assignment because I think it’s particularly important.  
         (Tigger, Interview 1) 
 
Data Box 5-34 Tigger’s Professional Learning: Goals of Socially Just Practice 
 
5.5.7.3 Placement professional growth tests adaptive capacity: Out-of-field and out-of-your-depth 
C-R, assigning the code ‘placement decisions for growth’ in each data folder meant 
recognising that participants’ professional growth was often veiled as character-building by 
professional others, when they were expected to teach-out-of-field. Teaching-out-of-field is a 
commonly experienced phenomenon recognised in the professional teaching literature (Caldis, 
2017; Hobbs, 2015; Weldon, 2016). It is also validated by professional teacher and researcher 
organisations for its significance in the well-being of teachers, as occurring when teachers are 
delegated to teach in positions outside the field of their higher education qualifications that 
challenges the quality of their teaching  and their effectiveness in that out-of-field subject area (du 
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Plessis, 2019; Weldon, 2016). For some participants it involved working out-of-their-field of subject 
specializations daily, as evidenced in Cee Em’s Data Box 5-35, below, and Derek’s Data Box 5-36. 
C-R, luckily, they managed it by working with a high level of adaptive capacity that 
professionally challenged them in and beyond their personal and professional comfort-zones. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data Box 5-35 Cee Em Teaches and Learns Out-of-Field 
  
 
Cee Em: … because I have second STA in business department. So, before the 
end of first prac. I already contact one of the business teachers and she was kind 
enough to agree to take me in in my second prac. to teach one of her class, but 
when I went for the second prac. things changed.  She told me because that class 
is a Year 12 class and they were doing business plan, so not much I can teach. So, 
they offer me another subject in that department, but it is something I never 
taught before. I never learned before. [oh no] Is it OK that I mention the subject?   
C: Yes, please, because this …  
Cee Em: It was Legal Studies.  Not only have I never studied before but also, I 
come from another legal system. [ah. OK] But because I heard a lot about being a 
teacher you need to prepare to teach some subjects you are not familiar at, in 
some cases, you have to take it then I think this might be a good opportunity to 
learn, so I took it. [wow!]  Yes! And later I found this, yeah, I gain a good 
experience and I gain the subject, now I have an extra subject I can put into my 
résumé, that’s a gain, but I paid the price, a big price. And also, there’s some 
surprises happened.  As soon as I start to teach, my supervisor in the business 
department was assigned to Acting Head of Department and that was a surprise to 
her, too, so but somehow, they organised a relief teacher, very experienced, just 
newly retired teacher to work with me, supervise me for two weeks, so I and, also, 
we didn’t think that would be a problem, I took it as a very good opportunity, I learn 
from different people, and I still can consult with my supervisor, even though she 
was not in the classroom with me.  But after two weeks … I also bring the feedback 
from the relief teacher, the retired teacher, and in that two weeks it seems very 
standard, I start with a very new – I’m new for the class, new for the subject, new 
for everything and at the end of the two weeks I start to have some control to this 
class and to the subject and master the subject, but then one surprise after 
another. One duty after another, my supervisor never came back… I end up 
working with seven relief teachers and until the end of the term my supervisor only 
observed two of my lessons.                                                                     
Cee Em (Interview 2) 
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5.5.7.4 Professional learning evidenced embodied nurturing and support 
 
 Participants spoke of adapting to these challenges, C-R, with remarkable tales of resilience, 
painting vivid pictures of what it was like for them with their powerful language choices. The 
following Data Box 5-36 reveals how some participants described the vulnerable conditions and 
how they saw that support for their professional learning as they embodied it or observed in others. 
The linguistic expressions participants’ chose was mainly metaphors, (bold shaded) and depicts 
the intensity of their embodied experiences: e.g., a sense of helplessness, feelings of being 
nurtured, being technicians needing tools to solve problems of practice as if in an apprenticeship, 
an endurance sport or game. 
  
 
Derek: … I’m seeing these prac. students that are running around like chickens 
with their heads cut off – just crazy, you know ‘I’ve got so much to do, so much of 
this, so much of that’ 
 
Kate: … it (feedback) was kind of like a ping pong type conversation back and 
forth. He’d say one thing and I’d say another. 
 
Tigger: ... one of the other teachers was expecting me as well, and he took me 
under his wing.  
 
Tigger: I guess that’s what this second prac. is for ... now that the general 
mechanics of running a lesson are pretty good.  You know, the classroom 
management  
 
Davo: ... we are going to show you some of the tools to do that ... So, anyway, my 
little hobby horse. 
 
Sophie: … both my supervisors ... would describe themselves as bits of control 
freaks! ... it was really hard for them to ... let someone new take over and run 
with the ball.  
Data Box 5-36 Language Identified Embodied Professional Learning 
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 C-R, as much as language choices are dynamic ways for participants to explain the 
embodied experience of learning teaching by working with and observing others as teachers; what 
is also part and parcel of this process are elements of professional vulnerabilities  encountered 
when entrusting your development as a professional to others’ judgements and professionalism.  
 In the following section, 5.5.7.5 the elements of trust and professional risk-taking are 
positioned as significant for these participants with professional learning experiences. 
 
5.5.7.5 Trust, professional risk-taking and professional learning in placement feedback  
 
 Dimensions of trust and risk-taking from placement feedback as part of the professional 
learning process within mandated supervision relationships are featured (following) along with the 
resulting self-regulating practices. C-R, given the previous research of Carless, (below), that 
identifies situations of trust and risk-taking as elemental dimensions of feedback embedded in the 
powerful triumvirate of teaching, learning and assessment; I was prepared for evidence of these 
dimensions in the data. 
 
 The impact of the relational, affective and emotional dynamics of placement feedback 
experiences for participants fluctuated with the quality of their supervision, as evidenced by the 
following data boxes of Cee Em and Bron.  
 Like all relationships, trust plays a huge part in shared success and there is an assumption 
by placement stakeholders that PSTs must trust the quality of all dimensions of supervision. C-R, 
by building their professional capacity to negotiate exchanges of trust embedded in the spectrum of 
feedback scenarios enabled participants to support their own judgements in managing risks for 
professional growth as a teacher (Carless, 2012).  
 Cee Em was confident in the quality of the supervision relationship he shared with his CST 
and trusted his professional judgement to guide his growth as a professional right up to the end of 
the placement, as shown in the following Data Box, 5-37. 
Trust is an important but underexplored factor impacting on teaching, learning and 
assessment. Trust is of great relevance to feedback processes because of the relational, 
affective and emotional sides of feedback.  
         Carless (2012, p. 90)  
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Cee Em: I remember the most of things he talk about in this two weeks. Firstly, he 
encouraged me to try something different. Secondly, he encouraged me to make the 
lessons more interesting.  And that’s the two main things in the final two weeks. 
That’s about it. Yes, I have an example, but as I say last time, he is a very honest 
person, I should say that, and he takes teaching me seriously.  And even at very end 
of the prac. he is still – I write this from his evaluation.  Here it is – at the very end of 
his evaluation he wrote: ‘At this stage at the end of his practicum [that means me] is 
able to evaluate student learning during the lessons and adjust his teaching to suit.’  
No that’s, not, oh, here, here, ‘Edward, the student teacher and I had discussed the 
need to spend more time motivating students not just at the beginning of a lesson, 
but at every stage during the lesson.  He is keen to continually improve in this area.’  
What I am trying to say is, even towards the end of the prac., he shows he is 
confident I learned, and he is very positively approved what I learned.  But he 
is still trying to pick something I need to improve.  So, I’m happy with that 
because that means he is still trying to help me to improve myself. 
       Cee Em (Interview 2) 
Data Box 5-37 Cee Em’s Core Value of Sustaining His Professional Learning Throughout Placement 
5.5.7.6 Risk taking for the sake of the students 
 Risk-taking to innovate their professional practice as a teacher, was indicative of the high 
stakes cognitive, behavioural and emotional investments that participants made to identify 
themselves as teachers. Trust, risk-taking, self-regulated learning and open communication were 
very important in building and maintaining professional relationships.  
 C-R, these emotion-laded dimensions of teaching featured significantly for pre-service 
teachers whose professional learning was contingent upon trusting the quality of feedback 
(Carless, 2013) and the professional practice they observed in the supervision partnership. Bron’s 
Data Box 5-38, following, shows her out-of-her-comfort-zone when challenged to teach Grade 8 
Mathematics. Her pedagogical caring for the students helped her self-regulate her professional 
learning from insensitive feedback. 
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5.5.7.7 Intentional risk-taking for professional growth 
 Data from the field (Le Cornu, 2009; Alsup, 2006) verifies that hand in hand with placement 
work responsibilities, C-R, is the significance of professional risk-taking for PSTs to build adaptive 
capacity and extend all areas of their professional learning (Joseph & Heading, 2010).  It was 
introduced earlier, in this chapter, as part of the discussion on the self-regulating practices of Davo, 
Kate, and Bron. 
 Tigger’s intentional risk-taking decision in Data Box 5-39, following, was to extend his 
professional learning (outside his comfort zone) in different placement settings. 
  
 
C: OK.  Just before we finish up, and I’m mindful of your time.  Were there any 
feedback situations that were unpleasant or uncomfortable for you to sit through? 
Bron: Yes.  There was one.  This was my last prac., so my third prac. at the same 
school, but I was with a grade 8 class.  And I didn’t feel comfortable doing the 
mathematics and the teacher said, yeah, you’ll be fine, you know just do this.  And 
then halfway through the lesson she said, ‘no you’re doing that wrong, can I take 
over’.  I said ‘yeah, that’s fine’. Like, I don’t want to teach them wrong, and they 
have a test soon.  And then she just talked to me about it after.  She just, ‘I see 
you’re not very confident, you need to build up your confidence in mathematics’.  
And she then asked me if I minded if she took over the mathematics, and she 
wouldn’t lock me down or anything but that she’d take over it so they’d get through 
the work for the test.  And I said that was fine. 
C: How did you … what sort of senses were happening for you, what sort of 
emotions were racing around? 
Bron: I felt a bit stupid like, but I’m not the greatest at mathematics.  Like science 
and all the other subjects are fine, but then it was like, well I don’t want the 
students to fail their test or anything like that, so. 
C:  OK.  So, it was very noble of you to put the common good of the students first!  
Were you given an opportunity to observe the lesson that she took over and build 
on your own skills and claim back that …? 
Bron:  Oh yes, I observed a lot of classes that she taught in the mathematics, so I 
was asked to sit in on her mathematics lesson and just take down notes on how to, 
say, explain things. The one thing she taught me was, you need to make sure you 
can explain a concept in a hundred different ways. Especially for mathematics! And 
so that’s what I’m trying to work on! 
       Bron (Interview 1) 
Data Box 5-38 Bron’s Out-of-her-comfort-zone with Year 8 Mathematics 
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Tigger: I requested a different school, and that’s certainly no reflection on the school I 
had first. I had a tremendously positive experience. It was a Catholic P-12 school. Out at 
–round the Ipswich sort of area. And it was, I had an excellent prac. teacher, and it was a 
really good school – thoroughly enjoyed it. The reason I wanted to try a different school 
was for a different experience, but particularly I requested a State school, because I’m 
obviously going to apply for Ed Qld and I wanted to be – I mean, I know every school’s 
different, but I wanted to have a bit of a flavour of Education Queensland before I put in 
my application. …It’s certainly not without risk, because you know, I had a great 
experience first time. You know I got on really well with my teacher.  Her feedback was 
really supportive, and I think that I grew in that experience.  I might go to a school where 
I’m not supported, or it just doesn’t work out as well, but you know, I think that is a risk, 
but I think it’s an acceptable risk, because even if I do have a less constructive 
relationship with my teacher or with the other staff or with the students or whatever, that’s 
still an opportunity to grow, as well.  
Tigger (Interview 1) 
 
Data Box 5-39 Tigger’s Intentional Risk-Taking for Professional Growth as a Teacher 
  
 C-R, like all productive relationships, especially high stakes supervision partnerships of 
professional placement, things often go awry and in the following section, Sophie details a very 
significant learning moment which she named as a real critical career moment. Placement 
feedback had never been so pivotal for her in any previous supervision conditions as a pre-service 
teacher. 
5.5.7.8 A seminal risk-taking element of placement feedback: The real critical career moment. 
 One participant, Sophie, felt the impact of her placement feedback within the professional 
relationship with her CST was to recover her sense of herself as a teacher (her professional 
identity). C-R, this entailed improving the quality of her teaching for the sake of her ESL classroom 
students’ learning. Her declaration, of experiencing ‘a real critical career moment’, in Data Box 5-
40, below, was a pivotal professional turning point. She faced her professional responsibilities, not 
only for herself but also for the impact her teaching had on the significant stakeholder others e.g., 
her classroom supervising teacher and her placement classroom students. C-R, in the beginning of 
the chapter, I positioned Marina’s exemplar as a pivotal analytic tool, crucial in guiding analysis 
beyond initial insights in the literature-as-data.  The next exemplar was Sophie’s Critical Career 
Moment (bold in the transcript); which confirmed its evidence in the data (see Data Box 5- 40, 
below) as a universal phenomenon experienced by all participants. It also supported the assigning 
of one super-ordinate theme as Professional Relationality. 
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Sophie: … my first prac. was almost a disaster… 5 ½ weeks out of 6 weeks was like 
running on a treadmill… like a duck trying to keep my head above water! It was really 
and purely down to the fact that my organisation skills were lacking to a teacher 
standard.  
Chris: How did you know they were? 
Sophie: Because she was so organised!! (Laughter) and because, I guess it’s 
planning. So, what was happening was I thought that I had planned and prepared 
lessons, and then I would provide her with that sort of planning preparation. She 
would come in and change it … It was properly for the better! But I think it became 
apparent that I wasn’t giving her enough lead time with my preparation and planning 
so that those changes were therefore successfully implemented. So, in that last half 
a week or week that I had, that’s when I made that change and I did. And, it actually 
came to a head because I delivered a very bad lesson … it was pretty much chalk 
and talk and I let time run away from me … it was quite boring for the students … I 
think that the timing of the prac. didn’t work for us, either. She had started units of 
work and then when I had come in it was almost like group assessment work. So, I 
was doing more babysitting or monitoring of group work … and then this lesson was 
a revision lesson … I’d never taught any of the content lessons … I was coming in 
doing a revision and it wasn’t hitting the mark … it was at the stage where she was 
saying, “look I really want you to start taking on more and having less … of me giving 
you guidance … really take it upon yourself and start planning a lot more on your 
own and running with it a lot more” … that was really the cross roads … it was, a 
really awful lesson, probably … my worst looking back now … She came to me, in 
the feedback stage … we’d always debriefed after a lesson … that was great … she 
said, ‘Have I let you down?  Because really, that was not hitting the mark … you’re 
going to just lose the rapport that you’ve built with the students… if you bore them in 
that way they’re not going to engage’, she actually stopped and said, ‘look I know 
that I was trying to hand things over … have I let you down? Have I not been there? 
Have I not been available to you?’… that’s really when I realised that I had probably 
let myself and her down as well, because I needed to get my organisation better … 
my planning and prep to a stage where we can sit and do that conversation … the 
day before …  so that I could get that constructive advice before the lesson’s 
delivered rather than after … that would make my life, her life, the students’ life all so 
much better. So, that’s really what happened, and it was … a real critical career 
moment! … it was really a time where I had to sort of tell her well…this is what is 
going to make it better. And she said, well I whole-heartedly agree that … if we do 
have that better preparation, you’re going to have more confidence when you walk in 
front of the classroom, and automatically that’s came to be a better lesson.  
So, building my confidence in the classroom, changing my tone of voice, make it 
more enthusiastic for the students as well.  So those were the key things that I was 
working on at that critical moment where we … Yeah, sort of just went this isn’t 
working, what are we going to do? And since that moment I did come in well and 
truly prepared! - probably over-prepared sometimes, but it did, it built my 
confidence … from then on, I probably just got better and better and better. And 
literally the last lesson I delivered before the end of the prac. period she said to me 
‘that’s the best lesson you’ve ever delivered’... it was kind of horrible to be leaving at 
that point, when you feel like you are now on a roll. To have four weeks off and then 
have to come back… you must feel like you’re starting from scratch again … at that 
time… I just want to keep going. I don’t want to have a month break!     
Sophie (Interview 1.) 
Data Box 5-40 Sophie’s Real Critical Career Moment 
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 C-R, after encountering Sophie’s pivotal moment with placement feedback in the data, it 
was important to re-visit the first exemplar of lived experiences of placement feedback and bring 
Marina’s data back into the hermeneutic circuit of analysis. I re-introduced it next to verify a chain 
of evidence (Saldana & Omasta, 2018) of professional practice development from one exemplar to 
the next.   
5.5.7.9 Keeping Marina’s exemplar in the hermeneutic circuit of analysis with the data 
 C-R, Marina’s data was revisited in Stage 2 and 3, as part of the hermeneutic circuit of 
triangulating newly emerging codes. Marina had experienced her own Critical career moment, 
below. Throughout placement participants were required to negotiate their autonomous presence 
as a teacher within the supervision relationship. Marina did so with high quality professional 
communication imbued with dignity and respect (below, in Data Box 5-41). C-R, given the situation 
that Sophie’s Critical career moment could have been indicative of others’ experiences, the 
different feedback encounters which Marina regarded as professionally challenging, were 
reconsidered for possible identification of Critical career moments.   
A matter of timing with placements, C-R, was an important consideration, that was not 
able to be addressed in this study, as it fell outside the problem set in the literature.  Not all 
professional placements were scheduled early enough in the teacher preparation course to 
develop a suite of tried-and-tested feedback analysis practices that were implemented over a 
range of placements.  Those who encountered placement feedback relatively later in their course, 
like Sophie and Marina, managed powerfully challenging career elements of that feedback that 
 
Marina: … towards the end of my recent prac.… I noticed … I couldn’t sustain 
doing hours and hours of work based on one conversation with him … coming 
back to him then having him … say, ‘oh, no, we won’t do that, we’ll go on and do 
something else’. It would be just work down the drain and so, … discussing with 
other people that problem … some people suggested … maybe he needs you to 
now argue the point … that  there’s a reason for why you’ve planned the unit 
a certain way, planned the lesson a certain way … reason for why you are 
including these activities – it will be the foundation for the ones coming up … I 
don’t think I completely was able to do that … I did it to some extent … I would 
just generally … say the reason …I’m including that is for this other activity 
down the track, so that they’re prepared for that … I have thought about it and 
it’s clear… so sometimes I would diplomatically decline to take up 
suggestions and explain why … I think it did have him respect me a little 
bit more… I couldn’t understand why he would just change track... 
because it took hours to do those things and then hours to redo things in 
another direction…So, I couldn’t really sustain all those hours of 
preparation. 
       (Marina, Interview 2) 
Data Box 5-41 Marina’s Critical Career Moment 
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were either negatively or positively accentuated. Whatever the emphasis in the placement 
feedback, it prompted Critical career moments, which identified risks already overcome or to be 
addressed as participants identified as pedagogical professionals to themselves and others. C-R, 
the emergence of Critical career moments as a trend in the data went part way to document 
participants’ evidence of what they valued as fundamental (or core) to learning teaching for it 
challenged or affirmed it for them through their capacity with placement feedback. It aligned their 
experiences with Research Question 2: What core values of teaching and learning were 
challenging or affirming for PSTs because of placement feedback?  
The next section concludes the chapter with a preparatory nod to Chapter 6 for discussion 
of the super-ordinate theme and to introduce contributions of these findings for further discussion in 
Chapter 7.  
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5.6 Chapter Conclusion. 
 
 C-R, the aim of this inquiry was to understand lived experiences of placement feedback for 
its contribution in the identification practice of pre-service teachers (participants) as professional 
teachers. It was informed by the four premise points (following) of the research question/s and the 
inquiry design, which guided the search for evidence-of-professional-practice development from 
placement feedback in analysis.   
The premise points were: 
• Placement feedback and professional identity formation influence each 
other which impacts the development and sustained quality of 
professional practice of pre-service teachers; 
 
• The influence on the individual and cohorts of teacher education 
students learning teaching from placement feedback on their role as pre-
service teachers is not well-documented in the field; 
 
• The impact of placement feedback and growth as a professional is 
dynamic as the interplay of relationship between them is not well-known 
from the perspective of pre-service teachers in the final year of their 
lived-through-experiences-of-professional-placements; 
 
• Context-specific dimensions of placement feedback and professional 
growth in professional relationships of supervision and placement 
relationships with other stakeholders are portrayed as problematic and 
lived experiences of PSTs under these conditions are not clear. 
 
 
 Considering the following premise points, C-R, this chapter was significant for following 
reasons: 
• the way in which it provided evidence of the hermeneutic relationship of the codes to the 
data;  
• the validation of the transition from the data of these codes into the sub-ordinate themes; 
and  
• the initial identification and introduction of the super-ordinate theme as the essence of the 
sub-ordinate themes.  
The final and super-ordinate theme, C-R, will be discussed in detail in Chapter 6 as it 
documents evidence that the lived experiences of PSTs’ placement feedback held a major position 
in the practice repertoire that supported their forming a professional identity as a teacher.  One of 
the most valuable aspects of placement feedback revealed during this chapter, however, has been 
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its ability to improve participants’ pedagogical practice and strengthen their autonomy as a teacher 
along-side the growth of their professional identity.  Interpretation of the data revealed that the 
participants regarded placement feedback as a key component of professional learning, 
communication and a significant part of progressing through the learning teaching process; 
confirming studies in the same focus area in the field (Boud, 2007; Chanock, 2000; Lampert, 2010; 
Sutton & Gill 2010).  Participants revealed significant contributions to their sense of self as a 
teacher by working in professional relationships with placement partners and stakeholders in the 
range of formal and informal placement feedback situations.  Interacting in planned and unplanned 
professional learning conversations in these relationships often sparked what pre-service teachers 
experienced as Critical career moments (see Chapter 6).  The significance of these Critical career 
moments will be shown in Chapter 6 for their contributions to participants’ professional learning 
from placement feedback; which either encouraged or discouraged participants in their efforts to 
develop as professional teachers.  
Given the evidence in the data, the findings further supported the notion that the pedagogical, 
communicative, self-regulative and self-development perspectives on performativity as a teacher 
are embedded in placement feedback. They also underpinned knowledge of the professional 
relationship capacity that pre-service teachers forged within themselves to sustain their work with 
others for a sense of themselves as professional teachers (Allen, 2011; Butler & Winne, 1995; 
Ferrier-Kerr, 2009). The findings also established the depth of the original contribution of this 
phenomenology of professional practice as highly significant to the field of initial teacher education. 
Their value is vital in securing understandings of the practices pre-service teachers use to 
transform their placement feedback into successful professional identification. C-R, their value was 
critical (see Diagram 5.2) for its emphasis in re-securing in this chapter its value for many 
placement partners, stakeholders and me, as a principal investigator, committed to supporting pre-
service teachers.  Preparations to prepare readers for Chapter 6 are also in the following section.  
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The super-ordinate theme summarised the sub-ordinate themes and resolved the 
research question in the following statement:  
  
 Growth as a professional for pre-service teachers is contingent on the quality 
of placement feedback embedded in processes of relationality that self-
identify and other-identify them as pedagogical professionals.  
 
 
 C-R, the findings hold the potential to impact those who work directly with placement 
feedback to improve their teaching practice and build reciprocal commitment to the relationships 
(Cattley, 2007; Walkington, 2005) of placement supervision and professional learning at the 
placement that develops within them (Allen, 2011; Bloomfield, 2010; Ferrier-Kerr, 2009). 
 The aim of this chapter was to provide the analysis and findings, along with the appropriate 
data, which demonstrated that the research inquiry was successful as it satisfied the research 
question (provided below).  
The main research question: What is the contribution of placement feedback to pre-
service teachers’ professional identity formation? 
  
 Chapter 6, C-R, contains discussion of these findings for understanding placement 
feedback with final year pre-service teachers in the range of teacher preparation settings. This 
research features placement feedback as an omnipresent catalyst for pedagogical learning that 
constitutes pedagogical practice and caring, self-regulating professional development, and 
establishing autonomy as a professional teacher. There are suggestions for the way teacher 
education facilities could present the contribution of placement feedback to professional identity 
formation for pre-service teachers; and pre-service teachers could engage in self-regulated 
learning when they received informed feedback on their teaching performance as well as detailed 
guidance for future improvement (Butler & Winne, 1995; Hounsell, McCune, Hounsell & Litjens, 
2008).  Placement feedback held a fundamental position in aligning teaching, learning, assessment 
and growth as a professional teacher; that built capacity for high quality professional relationality. 
 Whatever the quality of placement feedback, the data showed that it impacted the 
preparation of the professional teacher-in-the-making significantly; for PSTs valued it most highly 
for its professional relationship-building capacities as a teacher. Final contributions of this research 
are to knowledge in the field to support those concerned with planning for, working with and 
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supporting pre-service teachers in on-campus preparations for professional experience placement 
in school settings. 
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Chapter 6  
The Essence of a Phenomenology of Professional Practice 
 
6.1 One super-ordinate theme, professional relationality. 
 C-R, I prepared the transition into this chapter in the final stages of Chapter 5.  This 
superordinate step of analysis will be easily understood if we share a common understanding of 
what matters as professional relationality, given the following evidence-based or data-based 
definition. It is also provided here to act as a touchstone for the contribution of placement feedback 
to the field of professional identity formation with these pre-service teachers. 
 
 
  
 
 In this final chapter in Section C, the following four processes of phenomenological analysis 
will be discussed. The first process transitioned the sub-ordinate themes from Chapter 5 into the 
super-ordinate theme, professional relationality: a zone formed in their intersecting codes. C-R, the 
second process, assayed professional relationality for its potential contributions to the field. The 
third process identified contingencies rather than limitations encountered, and last (fourth), a 
sharing of insights for future-oriented research. 
 
 
 In line with previous chapters, the research activities and my phenomenological writing was 
often led by insights within van Manen’s work (2014), as selected below. C-R, the excerpt 
reminded me that the task at hand was the drawing-together-of-the-essence-of-the-themes to see 
a core of shared reality that would secure an authentic conclusion to the inquiry that was 
phenomenologically resonant. 
 
Professional Relationality is a complex collaborative capability with 
professionalism required of PSTs in placement relationships with teaching and non-
teaching stakeholder-others. It requires mastery of placement feedback to achieve 
mandated professional goals; pedagogic learning goals for placement classroom 
students, professional communication goals for their parents and/or carers and 
placement-based-learning for themselves to become classroom-quality teachers. 
Data Box 6-1 Data-based Understanding of Professional Relationality 
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People who do phenomenological research like to discover and list themes… these 
themes must constantly be “mantically massaged” as it were. We must discover 
the nodal points and the nerve endings of sensory sense; we must discern where a 
certain pressure or compressure may suddenly bring linguistic liveliness. This 
working of the text with experiential accounts, evocative constructions, intensified 
language, and thoughtful reflections embeds and converts thematic claims into a 
narrative text that contains and safeguards phenomenological meaning.   
                                            van Manen (2014, p. 291) 
 
 C-R, in the following section the subordinate themes for shared codes were “mantically-
massaged” ending in alignment of the ‘quest’ within all the research questions.  
 
 
 
From van Manen’s insights above, I took the meaning of “mantically” as ‘semantically’, and 
the “massaged” to include ‘searching-for-blocked-spots’ on the body of the data. So, the sub-
ordinate themes were semantically searched for sensitive nodes or shared codes of meaning to 
reconcile the research questions, see Table 6-1, following. Also refer to Appendices D, E, & F to 
see how the use of the term ‘nodes’ was very helpful in analysing data by using NVivo.  
On this occasion C-R, the result is presented as a table of the semantic search through the 
data processes; from the literature-as-data development of the research question not yet in the 
field to the essence of participants’ data distilled into the sub-ordinate and super-ordinate themes.  
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Table 6-1 Research Questions, Literature-as-data (Ch2) and Thematic Findings 
 
Main research 
question 
Supplementary research 
questions as shown in the 
headings in Ch2 (the 
literature-as-data)  
Sub-ordinate themes Super-ordinate 
theme 
 
 
 
 
 
What is the 
contribution of 
placement 
feedback to pre-
service teachers’ 
professional 
identity 
formation? 
 
 
 
 
 
 
 
 
 
Initial attractions to teaching 
revisited 
What features of placement 
feedback helped PSTs 
develop a sense of 
themselves as teachers? 
 
 
Pedagogical 
practices 
 
Professional 
communication 
 
 
 
Relationship-building 
practices 
 
 
 
 
Professional 
learning and 
placement 
workplace 
responsibilities 
 
 
 
 
 
 
 
Professional 
Relationality 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Concerns for professional 
quality at every turn 
What core values of teaching 
and learning were 
challenged or affirmed for 
PSTs because of their 
placement feedback? 
Learning teachers’ work in 
situ 
Which duties of teachers’ 
work provided pre-service 
teachers with placement 
feedback that was totally 
new, unexpected, enjoyable 
or otherwise? 
Recognising professional 
identification 
What placement feedback 
did pre-service teachers 
regard as most valuable for 
themselves as teachers? 
  
 C-R, the four (4) sub-ordinate themes shown above, shared some common codes that 
located the main impact of placement feedback was the linked relationship between itself and 
professional identification as the construct of ‘professional relationality’.  
 This main finding aligned with understandings of professional practice in a phenomenology 
of practice, shown in context as bold, below, where competence aligns with quality that is heavily 
imbued with pathic knowledge (van Manen, 2007), and relational perceptiveness is embedded 
amongst elements that make up professional knowledge as explained below. 
The competence of professional practitioners is itself largely tied into pathic knowledge. 
Professional knowledge is pathic to the extent that the act of practice depends upon the 
sense and sensuality of the body, personal presence, relational perceptiveness, tact for 
knowing what to say and do in contingent situations, thoughtful routines and practices and 
other aspects of knowledge …  
       van Manen (2007, p.20) 
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 From understandings of what constituted professional practice as a re-newable experience 
of professional identification, C-R, in the professional experience placement settings detailed in the 
data, quality professional identification practices, were contingent upon the individual’s capacity to 
manage reliant roles distinguished by the assigned role activity, placement context and 
pedagogical positioning with the students. As self-identification practices merged personal with 
placement role-based identities, self-identification was experienced as the three dynamic levels of 
operation as a pre-service teacher; the individual context, the interpersonal and the collective 
contexts.  
 In Table 6-2, overleaf, although self-initiated professional identifications are shown as more 
prominent than other-identifications, data indicated all professional identifications were unavoidably 
connected, even overlapping. C-R, shared codes from Column 1 were synthesized into the super-
ordinate theme Column 3 below, in Table 6-2, Column 2 showed professional relationality was 
mainly experienced by pre-service teachers as self-initiated professional identifications from their 
placement feedback. 
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Table 6-2 Shared Codes, Identifications and Professional Relationality 
Shared codes, identifications and professional relationality 
Column 1: Shared Codes of Sub-
ordinate Themes  
Column 2 professional 
identifications  
Column 3 Essence of the 
super-ordinate theme  
Critical career moments Self and other   
 
Professional Relationality 
is a complex collaborative 
capability with 
professionalism required 
of PSTs in placement 
relationships with 
teaching and non-
teaching stakeholder 
others.  
It requires mastery of 
placement feedback to 
achieve mandated 
professional goals 
AITSL,2012); pedagogic 
learning goals for 
placement students, 
professional 
communication goals for 
their parents and/or 
carers and placement-
based-learning for 
themselves to become 
classroom-qualified 
teachers (TEMAG, 2014). 
Granted early teacher autonomy Self and other 
Initial professional expectations Self 
Mutual professional interests with 
CST 
Self  
Pedagogical practices Self and other 
Placement decisions for 
professional growth 
Self 
Positive professional 
acknowledgement 
Other/s 
Previous work information Self 
Professional communication Self and other 
Professional learning and 
placement work responsibilities  
Self and other 
Quality of self as a teacher Self and other  
Reflection value of professional 
conversation 
Self  
Relationship-building practices Self and other 
Short comings as a teacher Self and other 
Teaching areas-subjects Self and other 
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 Figure 6-1 below, C-R, depicts the dynamic process, that when followed clockwise, as 
arrowed, represents the reciprocal overlapping of theoretical dimensions of professional identity 
growth experienced by PSTs as shared in this research inquiry. They revealed this growth as a 
professional teacher is inextricably embedded in placement feedback and is sustained with further 
placement feedback loops as part of their development as a professional teacher-in-the-making.  
 
Figure 6-1 The Dynamic of Professional Pedagogical Identification & Placement Feedback 
 
 C-R, from the main finding of professional relationality, as defined in 6.1.1, and by 
connecting with Figure 6-1, above, it was important to re-visit literature in the field to authenticate 
these professionally-identified dimensions of placement feedback as meaningful contributions that 
distinguish this professional identification link as a phenomenon like no other. The fruits of this 
search are discussed in the following section, 6.1.5. 
 
 Various relationally focussed constructs in and beyond the field of Initial Teacher Education 
were screened to identify this phenomenon accurately; as either one already in the field, or one 
which encompassed the unique experiential meaning structure of the phenomenon that is the main 
finding.  The dynamic relationship of the intersecting sub-ordinate themes is depicted in Figure 6-2, 
below. The shared codes from Data Box 6.1 form the super-ordinate theme in a zone of 
professional relationality marked with a star shape. It is literally a central essence of the evidence 
of practice-based professional identifications from placement feedback. Sizes and dotted shapes 
Placement
feedback
Professional turning 
points
Professional self and 
other identification Critical career 
moments
Professional self and 
other identification
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are only to indicate they overlap to share meanings, but the size/shape is not representative of one 
sub-ordinate theme being more significant than another. This figure (6-2, below) also does ‘double 
duty’ by adding a deeper layer of meaning.  As the research questions were the reason for the 
inquiry and guided the allocation of the sub-ordinate themes shown as intersecting shapes; then it 
can also be read as if answering the research questions and satisfying the thesis or premise of the 
thesis. The premise is that there is a contribution of placement feedback to PSTs’ professional 
identification, and Figure 6-2, following, shows it as professional relationality.  
 
Figure 6-2 Professional Relationality Positions the Contribution of Analysis 
 
 C-R, from the super-ordinate theme located above, data analysis is now concluded. In 
relation to reconciling the research questions and identifying implications for future research 
orientations, the following parts of the chapter are designed to address these to support completion 
of the inquiry. Contingencies encountered are discussed with restricting elements instead of the 
traditional limitations of the research. 
  
Pedagogical 
practices
Professional 
communication
Relationship-
building practices
Professional 
learning and 
placement 
workplace 
responsibilities
Super-ordinate theme 
Professional Relationality 
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6.2 Data’s impact on satisfying the quality-seeking research questions.  
 C-R, although Chapter 4 and 5 saw each stage of analysis data aligned to answering the 
research questions, informed by three forms of data evident (below); in the following thesis 
chapters:  
1. Selected literature-of-the-field-as-data (Chapter 2), 
2. Participants’ data that validated the alignment (Chapters 4,5, and 6), and 
3. My lived experiences as an experienced teacher, supervisor, PLO (Professional 
Liaison Officer), teacher educator and early career researcher (All chapters);  
there was also the need to include Chapter 2 as cross-references in the headings within the 
chapter.  This is significant for I chose to review the literature in Chapter 2 as literature-as-data. C-
R, I recommend matching the chapter section below with the research questions and re-reading 
the data provided there, given I have completed the main body of analysis and both data sets have 
been aligned to each other. 
 The research questions (following) sought evidence of PSTs’ professional identification 
practices developed from placement feedback.  
Literature-as-data heading (Chapter 2): Encountering feedback to become a professional 
teacher (RQ1) 
RQ1. What core values of teaching and learning were challenged or affirmed for PSTs because of 
their placement feedback?   
 Participant’s prioritised core values and their personal goals (expressed as a teaching 
philosophy) implicitly and some explicitly, to the three professional domains of teaching (AITSL, 
2012): professional knowledge, professional practice and professional engagement. They 
clustered in the overlapping of the sub-ordinate themes of Pedagogical practices, Professional 
communication and Relationship-building practices. C-R, please refer to the Appendix for NVivo 12 
visualisations. 
Literature-as-data heading (Chapter 2): Concerns for professional quality at every turn 
(RQ2) 
RQ2 Which duties of teachers’ work provided pre-service teachers with placement feedback that 
was totally new, unexpected, enjoyable or otherwise? 
 This was also attended predominantly by the sub-ordinate theme, Professional learning and 
placement workplace responsibilities. 
Literature-as-data heading (Chapter 2): Learning teachers’ work duties in situ (RQ3) 
RQ3 What placement feedback did pre-service teachers regard as most valuable for themselves 
as teachers? 
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 This was also answered predominantly by the sub-ordinate theme, Professional learning 
and placement workplace responsibilities. 
Literature-as-data heading (Chapter 2): Professional pedagogical identification as a teacher 
(RQ4) 
RQ4 What features of placement feedback helped PSTs develop a sense of 
themselves as teachers?  
 C-R, the data revealed features of placement feedback which PSTs found were most 
helpful in identifying them as a professional teacher. The responses are summarised into the four 
separate sub-ordinate themes (see Chapter 5).  
 
 The thesis statement played an important role in posing the suite of research questions as 
the essence of the data deficit in the ITE field. It was reconsidered here to also guide future 
research as it became evident that this was just the first exploration into understanding the 
construct of placement feedback and its co-creation with professional identification. C-R, both 
question and statement are provided below. 
 The thesis statement:  
  
The contribution of placement feedback to pre-service teachers’ sense of themselves 
as a teacher. 
 
 
 The main research question: It contains the thesis of the thesis 
  
What is the contribution of placement feedback to pre-service teachers’ professional 
identity formation (professional identification)? 
 
 
 C-R, the thesis statement was framed from evidence in the research literature-as-data that 
there is a data deficit, albeit an unknown contribution that feedback makes to pre-service teachers’ 
professional identification processes (practices) in placement workspaces. It drove this inquiry to 
undertake the revelation of the contribution distilled from the lived-through professional placement 
experiences of these pre-service teachers. 
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 A unique condition of professional experience placement or phenomenon presented itself 
for half of the participants; insomuch as for that one cohort, at the Metropolitan Campus, the final 
year of their course was their first and only year; the Graduate Diploma of Education cohort. 
This course is no longer offered this year, replaced by a 2-year post-graduate Master of Education 
course. 
6.3 Contingencies Encountered, Resilience Challenged, and Strengths Cultivated.  
 
 Most research inquiries contain a section on limitations and historically contain the essence 
of what was problematic with and for the researcher, the participant, the methodology, the research 
field or the sector or any mix of the above and more. C-R, I found the prospect of assigning 
limitations an avoidable paradox of research design, which was itself limiting. My reasoning was, 
that if I approached this inquiry expecting or mindful of limitations, I would unknowingly contribute 
to them, or would not want to continue with the inquiry. I have stood at this cliff of dilemmas many 
times in this research. As discussed earlier in this chapter, I chose the term “contingencies” rather 
than “limitations”, as is traditionally the case, especially with human science research (Bazeley, 
2013; Creswell,2013; Saldana, 2016). C-R, very early in, the whole project required a sensitivity to 
working with a phenomenological attitude to drive my research practices.  To develop this 
contingent flavour to my work, to make it phenomenal (oooops), I had to be willing to be a conduit 
for the phenomenon to reveal itself to me through methodological choices.  
 
 C-R, the development and performance of all researchers depends on the premise that 
participants are readily able to access their reflections of the phenomenon they have lived through 
for the sake of the inquiry at hand. As a newly minted researcher to qualitative phenomenological 
research, my goal was to gather and analyse their phenomenological- reflections-as-data in ways 
that were able to reveal the authentic essence of their lived experience (Waters, 2016). This was 
not always the case. I actively employed my own phenomenological sensitivity to permit the 
phenomenon to reveal itself or accompany participants’ recollections, even though they often 
struggled to put their often-painful experiences of feedback into words. Challenges with the 
placement arrangement and professional relationships exacted an emotional toll on participants 
and if they didn’t ask for time to process the emotions of the experience, I was mindful to offer it.  
 
 During this time, linguistic features, such as word choice and verb tenses, that usually allow 
the phenomenon to reveal itself to the participant, were stilted. Data collection proved a stressful 
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yet opportune process for some participants to ‘download’, as it were, from the re-lived realities of 
the steep learning-curve that was their professional placement; so, we stopped and took up again 
once we had debriefed.  
 
 So, from time to time, C-R, as challenging factors arose throughout each research stage, 
they did not always present as limitations of working with the inquiry’s brief.  Instead they became 
opportunities, resolution moments, dilemmas (Shi, 2011) or research turning points (Bazeley, 
2013), to complete my intended task. Sometimes to protect my “roles and responsibilities as a 
researcher” to the participants (Bazeley, 2013, p.51), I recognised contingent strategies, often in 
the form of ethical diversions during the interviews, or email exchanges. This was to diffuse 
participants’ and my own astonishment of the professional transgression of others disclosed to me 
in all confidentiality. 
The main ‘contingent opportunities’ were: 
1.The ubiquitous nature of the feedback experience coupled with learning a new research 
approach, the phenomenological methodology, provided me with a natural resistance 
(vulnerability) throughout the inquiry as a novice researcher out-of-my-depth.  
2. Working with the rigours of phenomenology and academic research at this world standard 
led me to intensify and innovate my work on the critical analysis of interview transcripts. 
3. Initially, myself and participants did not have a shared understanding of what contexts and 
form comprised feedback in the professionally reformed placement spaces of the 21st 
century.  So, clarification (albeit terms of reference) of placement feedback was a negotiated 
exchange in each interview. This turned out to be a very valuable time as I built up significant 
field notes on what these participants framed as placement feedback. So, a new construct 
was named, placement feedback, shared and documented throughout the thesis especially 
when creating analysis practice and the phenomenological writing of the thesis. 
4. C-R, having no consistent understanding and shared language about placement feedback 
also led to my pre-occupation with the linguistic features of the data. This meant countless 
returns to the digitized version of interviews to listen for any discreet or missed emphasized 
meaning that had escaped me during the transcription process. The extra time with my notes 
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from the interviews and extra time on the analysis process was time-consuming and 
laborious, but ever so rewarding as it became re-assayed as research gold.  
5. Participants’ misconceptions of the roles that placement feedback played beyond formal 
assessment and how it influenced their actions in and outside the classroom.  
6. Misunderstandings of the vulnerabilities (mine and participants) encountered by pre-service 
teachers working in complex professional relationships with adults and children as learners 
and fellow workers in an educational workplace. Some feedback content was cruel and 
unnecessary, even soul-destroying and very unprofessional. I was ashamed that my peers-
in-teaching-service would treat their charges so poorly. 
 
6.4 Contingencies Created Research Implications. 
 At the completion of analysis there is substantial evidence that contingencies did produce 
the promise of ‘research gold’ through the exploration of a specialised form of feedback 
experienced by pre-service teachers; placement feedback that sparks professional identification 
through professional self-development.  Overlooking the notion that there is a genre of professional 
feedback, explored here as placement feedback, dismisses the professional energies invested in 
the entire supervision relationship and both parties; the pre-service teacher and their classroom 
supervising teacher. Such a careless situation would have the potential to jeopardy supporting 
future pre-service teachers in the professional placement, threaten the professional integrity of the 
placement as an irreplaceable site for professional learning and, ultimately, put at risk the 
partnership with the Initial Teacher Education provider. Whatever the quality of placement 
feedback received from others and self-identified, the data showed it impacted PSTs significantly; 
as they valued its effectiveness in detecting and developing relationship-building capacities 
required of them in their professional role as a teacher at placement. 
 
 For stakeholders, who are ITE program managers or supervisors/ leaders in placement 
partnerships, working with the findings could be beneficial. The following section contains 
speculations of broad uses of the evidence to support high quality professional preparation of pre-
service teachers for the placement and support through it. C-R, given each of the 14 codes from 
Data Box 6-2, below, were shared across all sub-ordinate themes, knowledge of them and their 
contextual descriptions(see Appendix C), could inform pre-service teachers and their classroom 
supervising teachers if included as topics in any professional development programs.  
 There are possible applications for support in Education Policy for:  
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(i) PSTs’ classroom supervising teachers and placement campus or school co-ordinators 
(usually the deputy principal) with professional in-house mentorship programs, both 
prior, during and post placement, with a special emphasis on learning about and from 
placement feedback and its role in building professional relational capacity for pre-
service teachers. And  
 
(ii) Initial teacher preparation providers would benefit with additions to existent courses that 
inform PSTs explicitly about placement feedback: its’ role in professional identification 
through building professional relational capacity. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data Box 6-2 Shared Codes of the Sub-Ordinate Themes 
 
 C-R, from the main finding of professional relationality, evidenced in Table 6-1 and Table 6-
2, and Figure 6-2, the collective impact of the research questions was recognition that there is a 
concomitant relationship between placement feedback and professional identity formation that 
supported and sustained professional growth for pre-service teachers. The evidence showed 
professional growth was a benefit for both supervision partners; the pre-service teacher and the 
classroom supervising teacher. This mirrored similar evidence in the field uncovered by Hudson 
Sub-ordinate Themes’ Shared Codes 
Critical career moments 
Granted early teacher autonomy 
Initial professional expectations 
Mutual professional interests with CST 
Pedagogical practices 
Placement decisions for professional growth 
Positive professional acknowledgement 
Previous work information 
Professional communication 
Professional learning and placement work 
responsibilities 
Quality of self as a teacher 
Reflection value of professional conversations 
Relationship-building practices 
Short comings as a teacher 
Teaching areas-subjects 
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(2013), that mentors and mentees share reciprocal professional development because of their 
mentoring relationship within the supervision agreement.  
 Also, C-R, from the establishment of the research problem in Chapter 1 and 2; it was 
acknowledged that pre-service teachers are mandated (AITSL, 2011) to practise continual 
professional renewal supervised by teachers-already-in-service. This formally supervised 
preparation, one-on-one with a classroom supervising teacher is also driven by mandated national 
goals for the same high-quality outcome to be passed onto our school students. See Hattie’s 
statement below: 
 Hattie’s statement (above) is important for reminding us all that we; teachers, teacher-
educators and educational researchers as professional-stakeholders-in-education, share the same 
intentional goal of ‘the best quality education that can be delivered’ for our classroom students.  
 Calls for high-quality development as life-long learners over the scope of our working lives 
(Illeris, 2004) have also extended into our every-day-lives we are called to contribute as informed 
citizens in our local and global communities (Edwards, 2007). The use of many innovative 
technologies and learning-on-the-job experiences commonly encountered in society, are now 
valued and count as knowledge requirements supportive of learning, such as evidence-based 
approaches to learning, and practice-based learning. Seeking recognition and credentialing as a 
professional teacher requires PSTs to perform and sustain high quality performance as 
professional knowledge workers and life-long learners.  
 In the following section, 6.4.2 professional learning and development were re-considered 
and clarified inclusive of the relational dimensions of professional identification from placement 
feedback 
 
 The findings from the present study clarified 2 main processes of learning teaching for pre-
service teachers. Learning teaching involves 1. Negotiating the evidence-based knowledge 
landscape of placement feedback and, 2. Using it to develop a sense of themselves as a teacher. 
C-R, this clarification provided the following two premises: 
 Premise 1: An extensive repertoire of professional practice formation develops from 
 placement feedback.  
Our premise is simple but profoundly important – that all Australian students deserve the 
best quality education that can be delivered by well prepared, inspiring and inspired 
teachers.  For this to happen, we need to ensure that initial teacher education in Australia is 
the best it can be. 
         Hattie / AITSL (2015) 
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 Premise 2: Evidence-based knowledge and innovation of professional practice and  its 
quality sustains and extends PSTs professional identification from their placement  feedback.  
6.4.2.1 Professional learning sustained development as professionals during placements 
  First, C-R, given the data evidence of significant professional learning by PSTs, it 
was important to revisit the macro setting of professional development that frames professional 
learning in the ITE sector and teaching profession. PSTs as teaching professionals-in-the-making 
shared their self-awareness (reflections) of their capacity for professional learning via their 
innovative professional identification practice with placement feedback, thus assuming to be the 
driver of their own development as a professional.  
 What defines this professional development in the open ITE, and Education field is the lived 
experience of it and in its research evidence, that quality improvement has happened and will 
continue to happen in the individual PST, as reflected in the quality of their professional practice. A 
significant glocal influencer and educational stakeholder with the knowledge and political economy 
of its member countries is the OECD, I looked for confirmation of what counts as a world standard 
of professional development.  It is of interest, as it positions practice and feedback (bold in Data 
Box 6-3, below) as valuable in this development. 
 
The OECD Definition of Professional Development  
Effective professional development is on-going, includes training, practice and 
feedback, and provides adequate time and follow-up support. Successful 
programmes involve teachers in learning activities that are similar to ones they will 
use with their students and encourage the development of teachers’ learning 
communities.  
        OECD (2005) 
 Data Box 6-3 OECD Data Definition of Professional Development 
 
 However, a closer look C-R, revealed that this definition in Data Box 6-3, above, overlooks 
the fundamentally relational work of teachers filled with the unique pedagogical responsibility and 
public accountability dimensions that distinguish the enduring mandatory requisites of standardised 
professional growth as a teacher.  Other descriptions in the literature make the distinction between 
professional development and learning (Knapp, 2003; Doecke, Parr & North, 2008; Webster-
Wright, 2009), that highlights changes in a person’s capability for practice as well as improvements 
in the actual practice required for sustained professional learning.  
 So, C-R, a more pedagogically aware approach by Day and Sachs (2004), following, 
captures relational dimensions attuned to learning professional identity work that recognises the 
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moral, emotional and caring practice of pedagogical professionalism (Schnarr, 2009) demanded of 
teachers for identification as one. 
 
 
… all-natural learning experiences and those conscious and planned activities which are 
intended to be of direct or indirect benefit to the individual, group or school and contribute 
… to the quality of education in the classroom.  It is the process by which, alone and with 
others, teachers review, renew and extend their commitment as change agents to the 
moral purposes of teaching and by which they acquire and develop critically the 
knowledge, skills and emotional intelligence essential to good professional thinking, 
planning and practice with children, young people and colleagues through each phase of 
their teaching lives.   
        Day & Sachs (2004, p.34) 
 
Data Box 6-4 Day & Sachs’ Definition 
 
 Given these definitions of professional development in the wider education field, positioned 
alongside my research, it is important to re-consider what counts as professional development for 
pre-service teachers in their lifeworld of professional placements.  
 So, C-R, in the following section, 6.4.2.2, my re-consideration has been provided. 
6.4.2.2 Professional learning incites professional development from placement feedback 
 What now defines professional development as experienced and self-managed by 
PSTs at placement, as a distinctive kind of professional growth, is the now known contribution of 
placement feedback and its significance for the high quality of their professional identification 
practice. The overall professional development of a pre-service teacher involves sustaining the 
quality of their own work and assuming direct personal responsibility for its improvement by 
feeding-forward pedagogical practice innovations not only in professional placement spaces, but 
also in the wider educational contexts of being a life-long learner. Hence, the significance of this 
data (of these participants) for the field, is apparent in the complexity and quality of their 
professional practice innovation and professional self-development.  
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Professional development re-defined with a phenomenological nod to placement feedback 
The following understanding of professional development for pre-service teachers was 
reconstituted given the contribution of this study that establishes the impact of learning teaching 
through incubating an adaptive capacity in professional identity work from placement feedback in 
professional supervision conditions. PSTs’ professional development incorporates feeding 
placement feedback forward as: i) pedagogical practices, ii) professional communication, iii) 
relationship-building practices, and iv) professional learning and placement workplace 
responsibilities; the shared essence of which is professional relationality. 
6.5 Conclusion. 
 C-R, the impact of this and the previous chapter’s findings (Chapter 5) was the evidence 
provided for re-thinking and/or reorganising support for pre-service teachers for identification as a 
professional teacher at placement. This support includes learning about placement feedback and 
its essential contribution of professional relationality for identification as a developing professional 
at placement. University-school partners armed with the responsibility to structure quality 
professional placement experiences (White, Bloomfield & Le Cornu, 2010) and establish innovative 
and non-traditional approaches to placement (Le Cornu & Ewing, 2008); must find ways prepare 
PSTs for rigours of professional relationality required of them. Professional relationality is the 
shared phenomenon that connects professional pedagogical identification as a teacher for pre-
service teachers in a concomitant relationship with placement feedback. 
 Given that classroom supervising teachers and other teachers-already-in-service partake in 
professionally developing the next generation of teachers-in-the-making, pre-service teachers, in 
mandated supervisory relationships (Ferrier-Kerr, 2009); there is still much to learn about the 
sustained contribution of placement feedback in this development as a professional. This is 
essential not only from the position of pre-service teachers’ living-through this experience, but also 
from other stakeholder positions mediating placement feedback in these relationships.  
 An additional closing comment is that working with the notion of professional relationality 
has the potential to also reach across other disciplines that engage with placement feedback and 
professional identification in professional placement settings. Just as I sought insights from the 
literature-as-data from other fields of research, I have further optimism that this research can be 
helpful to support inter-disciplinary collaboration with qualitative researchers for programme and 
innovation by others in their chosen field.  
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Section D 
Sharing the phenomenological understanding of analysis 
Preamble for Chapter 7 
 The term ‘understanding’ is such a ubiquitous term found freely dispersed in everyday 
conversation with others in work or ordinary life, that to encounter what it means in the light of this 
research would seem absurd. However, this every day word takes on other significance, C-R, 
when I reflect on the need to share what was the essence of the lived experiences of placement 
feedback for the participants as they worked to self-identify as a professional teacher. A research 
practice common to phenomenological study is the concept of sharing individuals’ descriptions of 
their lived experiences and therefore the presumption that the researcher will provide a thorough 
understanding of these as a shared reality and not an absolute truth found in the data (Sokolowski, 
2000; van Manen, 2014). By sharing my understanding and exploration of these participants’ 
experiences I can reveal how individuals responded professionally, and personally to enacting a 
version of themselves as a pedagogical professional at placement. 
 C-R, we have seen that universal concerns for the excellence of teaching and teachers in 
all aspects of their work across the continuum of each professional career stage, still saturate 
debate in the public media, government and the community in neo-liberal democratic countries 
around the world. In view of the multiplicity of factors in the field that impact the quality of teachers’ 
work performed by pre-service teachers; this inquiry focussed on understanding the impact of 
feedback in developing quality professional practice that identified them as fully qualified teachers 
to themselves and others in those placement contexts.  
 Pre-service teachers in two teacher education cohorts in the final year of their teacher 
preparation courses participated from two different campus localities of River-Reach University, 
Australia. One super-ordinate finding, professional relationality, and four sub-ordinate findings; 
Pedagogical practices, Professional communication, Relationship-building practices, and 
Professional learning and placement workplace responsibilities were evidenced in the data.  
 These included counting the grey literature and selected overlapping literatures in the ITE 
field and beyond, as data that was integrated in data collection and data analysis and intentionally 
crafted along each stage in the inquiry. These integrated methods with the data and the research 
process were intended to maximise the potential of my analysis. This potential transformed the 
shape of this chapter into a cohesive sharing platform that not only confirmed the validity of the 
thesis statement through the conduit of the research questions, but also provided a springboard 
into further potential contributions in the field.  
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Chapter 7  
Sharing the phenomenological understanding of analysis: 
 Field contributions, future-oriented research and conclusion. 
 
 The purpose of this chapter was to bring the findings from Chapter 6 to the table for sharing 
in critical reflection on the impact this knowledge could have in the field. By doing so, C-R, it will 
also complete the hermeneutic circle of inquiry that is the contribution of placement feedback to 
pre-service teachers’ professional identification practice. In the flow of this research inquiry, the 
sharing of the understandings yielded from the data brought the essence of resolve to the research 
questions. C-R, discussion of these understandings in this final chapter (Chapter 7), will reveal 
their original and ground-breaking significance and contribution to the field. There are added 
thoughts on their potential value for others in different fields. Identified research developments 
beyond these contributions conclude the thesis.  
 Like Saldaña (2016) explains below, my delving deeply into the data with ‘heuristic 
fluidity’ was an exploration with meaning; literal, contextual and metaphorical, and a deciphering 
and interpretation of the experiences of ‘routines, rituals, rules, roles, and relationships’ that 
transformed the everyday lived experiences of these participants learning teaching in professional 
placements into valued knowledge and contributions to the field. 
 The first great discovery (as shown by Saldaña above) was the overall research impact of 
recognising placement feedback as a completely unique whole genre of feedback received as a 
professional teacher in the making, as described in Chapter 1 and throughout the thesis. The 
following section, 7.1 celebrates that impact.   
7.1 The Wholistic Cognitive Grasp of the Value of Placement Feedback.  
 C-R, we have journeyed from the early days of developing a dynamic methodological mix of 
various phenomenological and analytical approaches to working with mixed sources and 
representations of what counted-as-data. Challenging times for PSTs learning teaching in the ITE 
field, and life in general, has meant finding new ways of understanding, supporting and researching 
what it is like embedded in and from reflections of the lived experiences of PSTs. Professional 
work intensification, and the digitization of professional, educational workplace spaces and human 
Patterns confirm our descriptions of people’s ‘five Rs’: routines, rituals, rules, roles, and 
relationships … indeed ‘heuristic fluidity’ is necessary to prioritize insightful qualitative 
analytic discovery over mere mechanistic validation … When you compare major categories 
with each other and consolidate them in various ways, you transcend the ‘particular reality’ of 
your data and progress toward the thematic, conceptual, and the theoretical.  
         Saldaña (2016, p. 5-12) 
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communication coupled with advancements in digitized data, has demanded new ways of 
understanding the processes of professional growth when learning teaching. It also has impacted 
what it takes to research and manage modern life through these super-complex times as 
professional workers in education and citizens of the world.  
 I chose the qualitative data analysis software (QDAS), NVivo (versions 11 and 12) to help 
me with more comprehensive and time-responsive analytic work with the data. It offered ways “to 
optimize visualizations to facilitate thinking, linking, writing, modelling and graphing in ways that go 
beyond a simple dependence on coding” (Bazeley, 2013, p. xvi). It provided digitally sophisticated 
ways to retain, display and share evidence of my research practice of exploring data (in all its 
forms) as evidenced in the Appendix. NVivo afforded me a high level of transparency in the 
digitised data consisting of transcriptions, voice files, literature-as-data, grey literature, my own 
writings-as-data, and the queried quantitative data that quality-proofed my phenomenological 
reflections, and the resolution of the research questions. 
 
 High quality qualitative research tools, methods and a dogged commitment to exploring 
conceptualizations of transparency in the research performance was required to take on the task of 
research of this standard. This inquiry evolved into a compound of professional practice 
phenomena evidenced from the earliest stages as a triple hermeneutic of placement feedback 
experienced by PSTs in the rural and metropolitan settings of River Reach University and my 
research practice with a phenomenology of professional practice. 
 C-R, every-day experiences of human existence are rarely experienced in isolation of one 
other. They overlap and meld into an amalgam of moments until it is almost impossible to recall the 
original experience before it is transformed into what we know as lived experience. So, I have 
intentionally used the term ‘compound’, as in the section title above, to focus on the dynamic way 
in which the participants’ experience of engaging in this research and my own coalesced as 
individual human experience, professionally-lived -placement and research experiences. 
Compound is a term that also suits the phenomena explored as placement feedback and 
professional identity formation by pre-service teachers, and the phenomena-within-the-phenomena 
revealed in the findings in Chapter 5 and 6: the critical career moments, professional turning points 
and professional relationality. What was significant about this compounding process was the focus 
on documenting the range of hermeneutic ways of experiencing the phenomena, that facilitated the 
completion of the inquiry.  
 C-R, the compounding process levels of the hermeneutic engaged in this inquiry were: 
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1. The participants’ lived-through experience of engaging in the inquiry by face-to-
face interviews and online discussion resulting in their phenomenological 
reflections of placement feedback. 
 
2. Participants’ phenomenological reflections of their professional identification 
practice. 
 
3. My lived experiences of researching using a phenomenology of professional 
practice. 
 So, the overall message from this chapter, C-R, is that the main research finding 
represented in the super-ordinate theme of professional relationality frames it as ground-breaking 
for its significant original contribution of knowledge to the field. It also affirms the claim of the 
thesis: the contribution of placement feedback to the professional identification practices of pre-
service teachers is this very finding. Bolded and italicised, the word ‘the’, the definite article, was 
intentionally shaded to emphasize that there was a previously unknown relationship between the 
two dynamic dimensions of pre-service teachers’ professional growth that was definitely now 
known. 
 Teaching and learning teaching are performative professional endeavours; embodied and 
adaptive professional engagement with self and others working in collaboration for the sake of 
supporting children to understand and apply knowledge, concepts and processes of experiencing 
learning successfully to become productive adults. Mind, body and the transparency of 
pedagogical caring and intention personify the practice of teachers (Alsup, 2006; Clandinin & 
Connelly, 2006; Nias, 1996; O’Connor, 2008) and pre-service teachers must develop ways of 
working in balance with all. This is the wholistic experience of learning teaching and mastering 
placement feedback and professional identification as a graduate quality teacher . 
 This inquiry has reached the stage of “handover”, if you will, C-R, of packing the findings up 
(the mix of the qualitative and the quantitative) to pass them on to others to convert into the 
alchemy of their practice, albeit a time to hand over a stewardship of trust to peers and 
stakeholders in the professional field. Critical reflection, coupled with phenomenological reflection, 
has been the foundational research activity embedded in the proceeding chapters, as it does in this 
handover. It has also provided a clear picture of the goal of this inquiry. This inquiry was designed 
to find an understanding, a wholistic cognitive grasp (Saldana, 2014), an embodied understanding, 
C-R, of the value that placement feedback held for these pre-service teachers, through their 
intentional efforts of professional identification as a professionally-authenticated teacher.   
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 To understand the most commonly shared dimensions of placement feedback that were 
important to these pre-service teachers, I transformed a section of the coded data into numeric 
data (quantitized), as I really wanted to analyse graphic representation that counted the qualitative 
dimensions of the data that emphasized the evidence of the quality of these participants’ 
professional practices (see Appendices D, E, F. and G.).  
 Quantitizing, as described by Saldana (2016) or “engineering data” proposed by 
Sandelkowski, Voils, and Knafl (2009) was explored through a process of frequency mapping using 
NVivo12. The complete data set framed this inquiry as a repository evidencing pre-service 
teachers’ professional practice with placement feedback and professional identification, that can be 
added to in the field with the contributions of others.  
 C-R, the top five most frequently shared meanings between all participants and shown as 
codes in the previous analysis chapters, were transformed into a hierarchy of professional 
identification practices. As a record of professional practice growth, it is significant that pre-service 
teachers attribute this hierarchy as the main impact of placement feedback.  
 I am featuring the codes below, in Data Box 7-2, as they evidence the essence of the 
construct of professional relationality. These codes are indeed a significant contribution to the 
integrated positioning of professional identification practice entwined with transforming placement 
feedback.  
 
 
 
 
 
 
 
  
  
 C-R, the contribution is to the body of knowledge in the field of initial teacher education of 
professionalism encompassing placement feedback, professional practice formation, continuing 
professional learning (CPL) and professional development. 
The Codes of Professional Relationality 
Professional identification practice dimensions  
Professional communication 
Professional learning and workplace responsibilities 
Placement decisions for professional growth 
Pedagogical practices 
Actions of professional respect 
 
 
 
Data Box 7-7-1 The Essence of Professional Identification Practice The Essence of Profe io al Identification Practice  2 The Essence of Professional Identification Practi e 
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7.2 Significant original epistemological contribution of professional identification 
practice. 
 As Bazeley, below, emphasized with her italicised ‘defend’, I also wanted to demonstrate 
and document high-quality research practice throughout the thesis, to validate elements of my 
work. I also wanted to authenticate this inquiry as my original work in phenomenologically sensitive 
methodological inquiry, rather than mainly theoretically address what constitutes research validity 
and / or reliability. 
The quality and significance of your research will be evident in an approach and execution 
that exhibits the work of a creative, reflective, and competent craftsperson, and a product 
that informs, inspires, and empowers others. When these are present, you are able to defend 
your work, and you or others can then extend it through application to similar settings, 
through further research, or into guidelines for practice.  
       Bazeley (2013, p.401) 
  
 C-R, from the participant data, the structure of the phenomenon of a real critical career 
moment identified by Sophie was adopted as a conceptual characteristic of placement feedback 
that identified the newly minted construct of ‘placement feedback’. The language and professional 
decision-making elements across the cache of all participants’ experiences of placement feedback 
were revealed by the coding activities and visualisation processes of the mixed methods analysis 
with NVivo.  
 The overarching finding was that pre-service teachers used their placement feedback to 
manage their growth as a professional teacher, by intentionally building their capacity of 
professional relationality. This inquiry evidenced that professional relational capacity is the 
essential epistemological dimension from placement feedback that supports pre-service teachers’ 
professional identification practice. From the hierarchy of coding shown in Data Box 7.1 (above), 
the two codes “Actions of professional respect” entwined with “Placement decisions for 
professional growth” became the sub-ordinate theme of relationship-building practices in Chapter 5 
and 6. 
 
 C-R, in Chapter 1, I opened the inquiry with the premise that I also used to name the thesis: 
The contribution of placement feedback to pre-service teachers’ professional identity formation. I 
acknowledged missing data in the field that documented the professional practices of pre-service 
teachers transforming professional knowledge from their placement feedback into their 
professional identification practice as teachers. This premise positioned us C-R, not only as peer 
co-readers on the same journey, but also as witnesses that validated this professional 
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development as transformational learning (Cranton, 1996; Mezirow, 2000) for it documents identity 
growth as professional-in-the- making. 
 So, together, we entered the hermeneutic circle of this inquiry, led by the research 
questions, presented below: the main question, and the 4 sub-questions.   
The Main Question: What is the contribution of placement feedback to pre-service teachers’ 
professional identification?  
The 4 Supplementary-Questions:  
1. What features of placement feedback helped pre-service teachers develop a sense of 
themselves as teachers? 
 
2. What core values of teaching and learning challenged or affirmed pre-service teachers 
because of placement feedback? 
 
3. Which duties of teachers’ work provided pre-service teachers with placement feedback that 
was totally new, unexpected, enjoyable or otherwise? 
 
4. What professional feedback did pre-service teachers regard as most valuable for 
themselves as teachers? 
 
 C-R, each research question was placed in every chapter, as a benchmark of the missing 
knowledge in the field, that guided each stage of the research documented in the chapters. That is 
why the following section has been introduced here to demonstrate that every stage of this inquiry 
in the chapters contributed to the successful outcome. 
 
C-R, every chapter contributed to the framing of this inquiry as an epistemological, practice-
led, evidenced-based professional identification framework, lived-through by pre-service teachers 
from their placement feedback.  
The following table, Table 7-1 provides an overview of each chapter’s impact on bringing this 
inquiry to completion.  
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Table 7-1 Summary of Each Chapter’s Significant Original Contribution to Knowledge 
Chapter  Significant Original Contribution to 
Knowledge 
Theories in the ITE field 
 
1 
 
Positioned this inquiry in main global 
educational debates of quality teaching 
and quality teachers. Identified the triple 
hermeneutic of professional identification 
practice as a phenomenon in educational 
research.  
 
Confirmed phenomenological 
research as sensemaking 
process that distinguished 
placement feedback as a 
complex professional 
phenomenon like no other. 
 
2 
 
Data analysis commenced in the 
hermeneutic circle framework that 
utilised the literature-of-others as data.  
 
 
Expanded understanding of 
literature-as-data in theories 
of initial teacher education. 
 
3 
 
Secured the methodological process as 
indicative of a mixed methods research 
project; with an eclectic mix of the 
methodological tools of phenomenology, 
interpretative phenomenological analysis 
and the digital data analysis tool (NVivo 
11 & 12) to create a dynamic inquiry that 
was a phenomenology of professional 
practice. 
 
 
Extended mixed methods 
research with a cache of 
phenomenological analytic 
tools. 
 
4 
 
Detailed the data collecting and 
analysing process and established the 
construct of placement feedback. 
 
Positioned the construct of 
placement feedback in 
theories of transformative 
learning and adult learning. 
 
 
5 
 
Assigned the sub-ordinate themes and 
established the construct of a critical 
career moment and a professional 
turning point as lived dimensions of 
placement feedback. 
 
 
Extended Kolb’s Learning 
Theory to include placement 
feedback as a unique 
phenomenon of professional 
practice in the ITE field. 
 
 
6 
 
Secured the super-ordinate theme of 
professional relationality as the essence 
of placement feedback. 
 
 
Identified new dimensions of 
professional relationality that 
include placement feedback 
and a ‘critical career 
moment’. 
 
 
7 
 
Concluded the research inquiry and 
established its significant original 
contribution of professional knowledge to 
the field. 
 
 
Theory contributions and 
identification of further 
research possibilities. 
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 C-R, by iteratively linking questions to themes as shown throughout Chapter 5 and 6, I was 
able to provide evidence of the final essence of placement feedback that was the super-ordinate 
theme of professional relationality. It was supported in Chapter 6 by Sophie’s core reflection on the 
‘critical career moment’ with her classroom supervising teacher that was prompted by the quality of 
the interactions in that feedback session. Her exemplar of placement feedback reflected the calibre 
of the professional relationship they shared.  
 My analysis of her ‘real critical career moment’ aligned her capacities of professional 
identification to the 3 domains of teaching (AITSL, 2012); professional knowledge, professional 
practice, and professional engagement. By appraising her professional turning points after that 
critical feedback moment, to the Professional Standards for Teachers (Graduate Level); I had 
documented the impact placement feedback had on the improvements of practice as a 
professional benchmark achieved. This was different from her original self-appraisal that her 
teaching was not up to standard.  
 As with the remaining cache of rich data, C-R, many question-response sequences 
addressed more than one research question, so that the resolution of the research questions was 
integrated into professional identification practices that overlapped in the sub-ordinate themes, 
below:  
• Pedagogical practices 
• Professional communication 
• Relationship-building practices 
• Professional learning and placement workplace responsibilities 
 
 Data confirmed that the core professional identification experience from their placement 
feedback was participants’ adaptive capacity (Timperley, 2011) with professional relationality under 
professional experience placement supervision agreements. The overall impact of the contribution 
is to the field of initial teacher education and teacher education in general.  It is made up of the 
cache of practice-based evidence that establishes placement feedback as professionally significant 
for final-year pre-service teachers’ identification as a pedagogical professional.   
 Prominently positioned as insights for this inquiry were the relevant research questions 
already in the field, see the previous Table 7-1. They were preserved as data and shared in the 
Literature-as-Data Approach developed in Chapter 2. The selected questions (see Table 7-2, 
below), did not seek understanding of placement feedback positioned with the professional 
identification energies of pre-service teachers as intentional professional practice.   
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Table 7-2 Research Questions Already-in-the-field Aligned to This Inquiry 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 C-R, from Table (7-2), above, the main relevant literatures were initial teacher preparation, 
professionalism and professional development in reformed landscapes of initial teacher education, 
professional identity formation, and teachers’ work, shown below, that the following implications 
are projected.  
 
 
 
  
Questions-already-in-the-field in Chapter 2 
literatures-as-data, 
 
My Research Sub-Questions 
Question Section 1 – A question of quality 
assurance and equity  
 
What does it take to create high quality 
teachers in today’s world? (Darling-
Hammond & Lieberman, 2013) 
 
 
1. What core values of teaching and 
learning challenged or affirmed pre-
service teachers because of placement 
feedback? 
Question Section 2- Enacting the reformed 
work of teachers  
 
What (duties, implicit) constitutes high quality 
teaching? (Le Cornu, 2015) 
 
2. Which duties of teachers’ work 
provided pre-service teachers with 
placement feedback that was totally 
new, unexpected, enjoyable or 
otherwise? 
 
Question Section 3 – The value of feedback 
in learning teaching 
 
What mentoring feedback assisted your 
development as a teacher during this field 
studies period? (Sempowicz & Hudson, 
2012) 
 
 
3. What placement feedback did pre-
service teachers regard as most 
valuable for themselves as teachers? 
Question Section 4 – Professional identity 
and self-work for PSTs 
 
How the respective input, context and 
process variables contribute to the result of 
professional identity formation? (Schepens, 
Aelterman & Vlerick, 2009)   
 
 
4. What features of placement feedback 
helped pre-service teachers develop a 
sense of themselves as teachers? 
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7.3 Implications  
 C-R, the aim of this inquiry was to understand the impact placement feedback held for pre-
service teachers for a sense of their professional identification as a teacher. Now, post-analysis, 
the value of its completion is anticipated in its potential to spark understanding in the two main 
initial teacher education arenas of higher education and the professional practice placement of the 
complexity of placement feedback in previously unknown clarity. It will also hold value for informing 
those who support pre-service teachers in either professional preparation location or stakeholders 
in both: the higher education setting, or the professional placement workplace. This could impact 
preparation and support of PSTs before, during and post placement that will identify them as 
professionals of the required standing.  
 The two focus areas for implications of the research findings have been considered within 
the broad field of teacher education. They are: 
1. The Initial Teacher Education setting  
2. The Professional Placement Workplace setting.   
 So, prior to outlining the implications for each setting, C-R, the dual positioning of feedback 
in each setting is considered, below. This is preparation for the high stakes’ context of implications 
on an institutionally-macrolevel. These settings are professionally high stakes and the feedback is 
too. Incidentally, C-R, these pre-service teachers attributed the professional placement feedback 
as the most significant for their growth as a professional. This finding supports the trend in the field 
that education stakeholders, in general, place a growing emphasis on the placement as a measure 
of teaching success (Timperley, 2001; Sempowicz & Hudson, 2011). 
 
 Feedback is experienced in the two different professional education and preparation 
settings by pre-service teachers. Pre-service teachers are required to transition from their role and 
position as a teacher education student in a higher education institutional setting into the role of a 
pre-service teacher in a school and community setting for their mandated professional experience 
placement.  The multifaceted positioning of placement feedback in this transition highlights the 
epistemic contribution of this research inquiry to the following two fields: 1. learning the 
professional identity work of becoming a teacher and 2. performing as if already achieving the 
professional standard level of a certified teacher. 
 
 242 
 
 
 Initial teacher education programs are supported within the broad Higher Education Sector 
and operate within the accreditation conditions of learning, earning and living in a knowledge 
economy.  The culturally diverse teacher education population spans generations of teacher 
candidates from many language and cultural backgrounds, mirroring the general Australian school 
population and society. As was described, in Chapter 3, participants volunteered from teacher 
preparation cohorts that had accessed two main pathways leading to graduation with a teaching 
qualification. These qualifications credentialled graduates for registration to teach in Australia and 
globally: The Graduate Diploma of Education (Secondary) and the Bachelor of Education (Middle 
Years of Schooling). Of note in this inquiry was the unique phenomenon experienced by 
participants from the Graduate Diploma cohorts.  What was unique was their professional 
experience placement was not only their last year of supervised professional experience as a 
teacher, but it was also their first. The spread and intensity of their professional identification and 
placement feedback experiences as differentiated from other cohorts would hold value for future 
cohorts. 
 C-R, feedback is consistently featured as a service delivery issue typically experienced 
within institutional settings in the higher education sector and the initial teacher education 
institution as part of that sector. It is also regarded as a quality assurance function to secure 
organisations’ accreditation status. Initial teacher education institutions are also plagued by the 
same influences of academic capitalism (Barnett, 2000) evident in higher education and student-
as-a-consumer approaches as they offer professional preparation courses that use feedback as a 
customer-satisfaction tool. Much research (Boud & Molloy, 2013; Carless, 2013, 2015; Evans, 
2013; Nicol & McFarlane, 2010) positions feedback in this setting as flawed academic support. 
Feedback is characterised by its positioning in the assessment-learning-communication loop in the 
higher education sector and is characterised as poorly time-managed and minimally effective when 
veiled as academic support. In these settings it is devalued by inconsistent assessment 
approaches, and interpersonal and organisational communication failures by those delivering 
courses to students who don’t understand what to do with the feedback when received. This is the 
landscape of academic feedback and feedback literacy (see Chapter 2) that these participants, as 
teacher education students, sampled and negotiated prior to feedback as a pre-service teacher in 
their placement as a professional workplace. 
 
 Participants Marina in Chapter 4; Davo, Sophie, Tigger, Cee Em and Kate in Chapter 5, 
spoke of experiencing feedback at their professional placement like no other.  Data evidenced that 
they certainly found it a dynamic, often contradictory and a personally challenging project, in a 
workplace like none previously known. This research distinguished placement feedback as a highly 
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effective catalyst for prompting and supporting quality innovations in participants’ practice as 
pedagogical professionals. Its position is confirmed as a desirable professional identification 
project, for it essentially builds, and sustains capacity in them with a repertoire of professional 
relationality with a range of high stakes placement stakeholders. This was a very different 
positioning than the known feedback settings in higher education for our pre-service teachers when 
in the role of teacher education students (Boud & Molloy, 2013; Carless, 2012; Hounsell, 2008, 
2012).  
 Throughout transition into the placement-as-a-professional-workplace, participants 
evidenced scrutiny by a range of stakeholders who provided them with feedback, not a generic 
sender-receiver understanding of feedback, but high stakes transactional feedback that required 
relational expertise of a professional standard. The career-changer post-graduate cohort (6) 
brought successful professional employment history from careers outside education, while others 
faced the prospect of finding their first job after this final year of working in the placement as a 
workplace.  All juggled learning the multiple identity roles of being pre-service teachers becoming 
pedagogical professionals in the professional experience placement (Fitzgerald & Savage, 2013; 
Haigh & Ward, 2004 Webb, 2005) as a workplace.   
 Acknowledging the dual positioning of feedback in different education settings and the 
energies it requires of teacher education students to transition into pre-service teachers, also 
presented the dilemma of how best to prepare them and sustain support for them prior, during and 
post placements. It involves supporting the two main, and often competing roles of dual identity. 
The first role is a general role as a final-year teacher education student in the overall high stakes’ 
professional development dynamic of the placement. The second role is specifically as a pre-
service teacher; receiving formal and informal professional assessment and responding to multiple 
assessors’ individual professional judgements from teaching stakeholders of the mandated quality 
of their teaching practice, and the unsolicited scrutiny of non-teaching stakeholders in general.  
 The implications for those supporting teacher education students’ transition into the 
placement as a professional workplace are discussed in the following section.  
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 In Australia, final-year pre-service teachers complete the requirements of the professional 
experience placement to become graduates of their accredited initial teacher education program, 
and eligible for registration to teach. The quality of the accredited teacher education program is 
directly linked to preparing teachers of commensurate quality to impact correspondingly on student 
learning. High quality preparation of pre-service teachers for professional placements should 
contribute a high standard of knowledge, skills and experiences to student learners and other 
stakeholders in the placement workplace.  
 C-R, given the findings, initial teacher preparation programs that included professional 
identification topics based on the four sub-ordinate themes (following): pedagogical practices, 
professional communication, relationship-building practices, professional learning and placement 
workplace responsibilities, would provide pre-service teachers with a suite of professional 
development tools that would build their capacity with placement feedback into high quality 
practice. This content should also include a focus on the super-ordinate theme, building capacity 
with professional relationality, as discussed in Chapter 6. As a suite of topics, they would be best 
studied as core dimensions of placement feedback in a component or unit of a final-year 
professional learning or a ‘professionalism’ subject. As teacher education students learn about 
these dimensions of placement feedback, a deeper understanding of pedagogical professionalism 
(Schnarr, 2009) would become evident, and they would be supported as PSTs in sustaining high 
quality learning for continuing growth as a professional in the graduate career stage (AITSL, 2015). 
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7.4 The Significant Original Contribution to Professional Knowledge. 
 C-R, my original contribution to knowledge spans two main areas in the field of initial teacher 
education. First, it adds to the knowledge of the complexity of professional preparation of pre-service 
teachers who must complete professional workplace placements to achieve the mandatory 
qualification for entry into the teaching profession. The second area includes building on what is 
already known about the role of feedback in continuing professional development and the area of 
lifelong learning for teachers at this early career stage. This is a ground-breaking contribution to 
research in that evidence of the complexity of placement feedback distinguishes it as a unique 
construct experienced and transformed by pre-service teachers into professional identification 
practice in the field of ITE. This inquiry also establishes the role of placement feedback in supporting 
transformative learning (Illeris, 2015, 2017) as a core pre-requisite professional capacity that 
sustains the changes in professional growth of pre-service teachers within a cyclic professional 
career continuum to become professional teachers. 
 
  Placement feedback, C-R, was introduced as a specialist construct very early in the 
thesis to claim it as specifically high-quality feedback uniquely experienced by pre-service teachers 
in mandatory formal conditions of professional experience placement and formal workplace 
supervision. This research inquiry contributes to theoretical understandings (knowledge) of 
placement feedback as a specialist genre of pedagogical feedback that pre-service teachers both 
receive and / or self-initiate in the legally required (mandated) conditions of the professional 
experience placement.  
 Data revealed that its success in impacting the professional growth of a pre-service teacher 
was contingent upon the quality of their relational capacity. This capacity was adapted within their 
own practice and adopted when working with others in high stakes relationships that transformed 
and fed-forward their feedback for their improvement. These relationships were distinguished by 
differentials of professional role knowledge, pedagogical experience and stakeholder positioning 
power in favour of the classroom supervising teacher.  
 C-R, Placement feedback identified conditions of professional appraisal, assessment, 
improvements in learning teaching and pedagogical collaboration that shaped the lived experiences 
of pre-service teachers’ sense of themselves as teachers in these placement relationships.  
 
 
 Given the quality evidence of professional-identity-practice-as-data as findings, and 
the complexity and quality of professional development required to stain high stakes professional 
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teaching gleaned from the literature-as-data; these two significant understandings provide a 
compounding epistemological contribution to the field. The two main compounding elements for 
this contribution are:  
• That an experiential and epistemological view of innovating professional practice develops 
from placement feedback  
 
• Recognition that evidence-based high-quality professional knowledge and growth develops 
from the conduit of placement feedback 
 
 Data showed that placement feedback significantly impacted the preparation of each pre-
service teacher as a professional teacher-in-the-making. They valued it most highly for its 
professional relationship-building capacities it challenged in them to become a teacher. Working 
with their placement feedback impacted these pre-service teachers’ sense of themselves as 
teachers with unique career-affirming and / or career-challenging moments. These moments were 
recognised as critical career moments by themselves or significant others which led to changes in 
their practice referred to in analysis as professional turning points. 
 C-R, Figure 7-1, below, represents the main dimensions of professional identity growth 
experienced by PSTs as evidenced in their data. The size of the shapes in the figure, and the form 
of the shapes themselves hold no significance other than to identify the components. The dotted 
outlines of the shapes signify no fixed boundaries and neither do they represent any weighting of 
one component over another. C-R, the larger outside rectangular shape frames these dimensions 
as the areas of professional growth as a teacher (albeit professional identification) from placement 
feedback for these final-year pre-service teachers. 
 
Figure 7-1 The Contribution of Placement Feedback to PSTs’ Professional Identification 
Professional learning and 
workplace responsibilities Pedagogical practices
Relationship-building 
practices Professional Communication 
Professional 
relationality
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7.5 Further practice-led research interests identified with PSTs and other stakeholders. 
 
 C-R, various research trajectories for placement stakeholders emerged from the 
scholarship I have conducted here. The main stakeholders of interest are pre-service teachers, 
placement classroom supervisors, placement leadership team, and the teacher education program 
staff, including the professional liaison officers. There are main areas of research interest and 
accompanying areas of interest arising from this inquiry; 
 
There are 3 main zones of potential for accumulative contribution to the field Details of 
identified areas of potential scholarship with these groups of stakeholders are:  
7.5.1.1 The value of earlier placement experiences 
Further investigation into placement feedback with pre-service teachers during the earlier 
years of professional placement (this inquiry was in the final year of placement);  
7.5.1.2 Positioning placement supervising teachers with placement feedback 
 Understanding what it’s like providing placement feedback from the position of placement 
supervisors in the final year of the initial teacher education course and in previous years.  
7.5.1.3 Framing the quality-proofing of placement feedback within the sphere of the 
supervision dynamic and/ or the leadership team 
 Exploration of the positioning of placement feedback in the frame of professional mentoring 
responsibilities of the placement leadership team. C-R, some future research work to understand 
and support professional supervision of pre-service teachers would include a suite of questions 
that would contribute further knowledge to the placement feedback project in this field and beyond.  
 Such a project would develop research insights from the following questions drafted for 
semi-structured interviews with classroom supervising teachers. What would be the motivating 
factors for each of your responses to the following questions? 
1. What features of the placement feedback you provided did you determine as 
most helpful for your pre-service teachers’ professional growth?  
 
2. In your professional opinion, what core values of teaching and learning do you 
intentionally embed in your placement feedback to pre-service teachers?  
 
3. Which professional duties of teachers’ work have you intentionally requested of 
pre-service teachers to develop their adaptive capacity/professional pedagogical 
practice?  
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4. What were the most valuable, diverse or bespoke forms of support did you 
include in your placement feedback for pre-service teachers?  
 
5. (a) What elements of your established professional practice did you exclude 
from the placement feedback within the supervisory relationship, but now see as 
vital to support either yourself or your pre-service teacher?  
 
(b) What institutional policies or procedures or mandated conditions of 
educational reform restricted the quality of support you wanted to provide to pre-
service teachers?  
(c) And how would you innovate / incorporate or improve your own adaptive 
capacity as a professional supervisor if you could? 
 C-R, the calibre of placement feedback reflected the quality of human energies, albeit 
human capital invested in the professional supervision relationship by both practitioner teaching 
parties; the pre-service teacher and their classroom supervising teacher. What was outside the 
scope of this inquiry, and not understood, was the impact of providing such high stakes placement 
feedback on the classroom supervising teachers and their professional practice. Knowing what it 
would be like to provide high quality (standardised) placement feedback to professionally support 
pre-service teachers in the placement supervision agreement, would hold the potential to:  
• support the supervising classroom teacher, 
• strengthen the professional supervision relationship,  
• improve the quality of pre-service teachers’ professional practice,  
• positively impact classroom student learning, 
• support the professional standing of the professional experience placement and,  
• strengthen the partnership with the Initial Teacher Education provider.  
 
 Many fields of professional practice also require their professionals-in-the-making to 
complete professional placements to receive a qualification for entry into the profession. Seismic 
developments in the digital technologies that support our societies have required many role 
expansions in the knowledge-worker professions to include specialisation branches of the 
profession within the profession, resulting in a formal professional educator role. Health and Allied 
Health educators such as exercise physiologist educators, nursing educators, medical educators, 
physiotherapist educators, radiographer professionals, social worker educators, alongside 
veterinarian educators are but a few to mention who would benefit from this research. 
 C-R, these findings could motivate other professionals from outside teacher education to 
undertake research into their discipline-specific placement feedback and their own diverse 
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placement arrangements. Knowledge of the professional identification practices innovated from 
placement feedback by pre-service teachers could motivate those in education and placement 
support roles, to explore the impact of placement feedback in their own field.  
7.6 Closing Words of Professional and Phenomenological Reflexivity.  
 It is appropriate C-R, to close by acknowledging the pivotal role my research practice of 
reflexivity fulfilled in bringing the inquiry to fruition as a phenomenology of professional practice. 
Phenomenological reflexivity was this inner-dialogic-processing-of-self with professional reflective 
practice that provided me with new ways of understanding and coaxing from participants the 
interplay of professional identification in their personal and the pedagogical practice experiences in 
their mandated placement settings. Not only was it pivotal in integrating my phenomenological 
attitude throughout the research process, but it also served as an integrated (embodied) cognitive 
research tool that acted as a quality-control or risk-management mechanism that scanned for and 
identified assumptions and bias (Mills, Durepos & Wiebe, 2010) in myself and PSTs, that could 
have sabotaged my work with all forms of data.  
 C-R, I have reflected on the dynamic conditions of this inquiry that enacted a triple 
hermeneutic, uncovering the richness of evidence of this interplay of professional growth for PSTs 
from placement feedback. The triple hermeneutic was recognised in the preface as a unique 
feature of sensemaking in this inquiry and now its effectiveness has been revealed. The three 
levels of sense-making are shown in Figure 7-2, below. Each shape represents the heuristic level 
and not indicative of its significance in relation to the other shapes. The looping process shown by 
the double-headed arrows from each level to the next and the previous, signals the reflective 
nature of lived experience, feedback and this research dynamic as feedback on feedback 
 
Figure 7-2 The Triple Hermeneutic of a Phenomenology of Professional Pedagogical Practice 
  
 C-R, the three levels of this hermeneutic process (shown above) represented the complex 
triple loop of professional reflexivity enacted by this inquiry. This compound (three levels of 
meaning) cyclic hermeneutic confirmed the premise of the thesis that was established very early in 
1st level of 
meaning making 
Placement 
feedback as PSTs' 
and others' lived 
experience
2nd level of 
meaning making 
Participants' 
phenomenological 
reflection
3rd level of 
meaning making 
Researcher 
reflexitivity and 
phenomenological 
writing
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Chapter 1: i.e. There is an unknown phenomenon of contribution that placement feedback plays in 
the professional identification practice of pre-service teachers. 
 This research provides ground-breaking research by incorporating the main finding into a 
theoretical model that represents the positioning of the newly identified construct of placement 
feedback with its contributions to professional practice growth (professional identity formation) for 
these pre-service teachers. Given the eclectic mix of participants who volunteered across different 
programs and cohorts in rural and metropolitan settings, the demographics were considered 
representative of the diversity of the Australian population and the teacher education students and 
that their data and the findings would be a valid contribution to the wider field of national and 
international initial teacher education. 
 The previous section, 7.5 shared further questions motivated by the findings. C-R, these 
questions were in response to the diverse experiences of feedback revealed in the data and the 
complementary forms of support provided or requested from the participants to work with their 
placement feedback. I am heartened, at the close of the thesis, that if I was prompted to seek 
further understanding associated with placement feedback and its relation to enabling professional 
identity formation, then others could be too.  
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Appendices 
List  
 
 
Preamble to Appendices 
C-R, some screen snips of the NVivo data have been provided as evidence of the mixed methods 
of analysis used in analysing the data. 
Also, some specific phenomenological terms were embraced in the thesis as they held intentional 
emphasis for this research context. It was significant either because the terms or constructs 
developed during the work with the participants’ data, or as they were confirmations of evidence of 
their phenomenological significance in the literature-as-data. 
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Appendix A: Table of Terminology Assigned Phenomenological Attribution 
 
Term and source 
 
Meaning 
 
Critical Career Moment 
 
Coined by participant, Sophie, it is a professionally 
shaped and shaping teaching experience typically shared 
between the pre-service teacher (PST), their supervising 
teacher or any placement stakeholders in relationship. It 
comprises a series of professional judgements that result 
in changes in professional actions and interactions 
prompted by the PST’s realization to take responsibility for 
the growth of their professional presence at placement. 
 
 
Insight cultivator  
(Bazeley, 2013; van Manen, 
2014, p. 324) 
 
“Insight cultivators are sources for thematic insights when 
studying a phenomenon of phenomenological topic or 
event and may be gleaned from philosophic and other 
sources in the humanities and human sciences in the 
reflective interpretive process. In other words, we find 
insight cultivators in reading the reflective writings of 
philosophers and other scholars of the arts, humanities, 
and human sciences … they are found in a careful 
reading of related literature. The work of other 
phenomenologists may also turn into sources of insights 
or our project.” (van Manen, 2014, p. 324) 
 
 
Learning teaching 
 
(Lampert, 2009) 
 
I use the term ‘learning teaching’ rather than ‘learning to 
teach’, as it positions PSTs in the role of a life-long learner 
that sustains this identity position as sustained for a 
lifetime. The term is also aligned to the ontology of 
phenomenology as focused on the essence of ‘being’ in 
the moment and ‘living’ through experiences of the 
phenomenon of becoming a teacher. The infinitive form of 
the verb infers that both the learning and the teaching will 
coalesce and that the learning and the teaching will 
continue, like a life-long learning process. The form of the 
verb ‘teaching’ permits the possibility that learning also 
occurs while in the process of doing the work of teachers. 
 
 
loop-keeping practice 
 
This was an intentional iterative research activity of 
keeping C-R informed, in the flow of the thesis to explain 
relevant features of the writing or research issue at hand. 
 
 
Pedagogical professional  
(adapted from Beutel, 2006, 
2009) 
 
 
PSTs were identified as pedagogical professionals as 
they receive placement feedback on the quality of their 
abilities to engage with placement students and 
supervising teachers and explore the mediated and 
relational nature of pedagogic teacher-student interactions 
experienced by teachers.  
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Term and source 
 
Meaning 
Placement Feedback  
 
(Adapted from Latham & 
Faulkner, 2009) 
Placement feedback is a dynamically lived-through human 
construct that contains experience of interpersonal and 
intra-personal exchange and dimensions of relationality. It 
is evidenced in expressed marks or remarks, every 
gesture, facial expression, every act and omission, 
written, spoken, enacted and embodied, as experienced 
by pre-service teachers in and beyond the learning 
spaces of the pedagogical spheres of the professional 
placement, real/ and or virtual. It is a professional practice 
incubator revealing insights of critical “self and other” 
reflection and relationality for self-improvement and 
identification as a professional teacher. 
 
 
Professional identity 
formation  
 
(Adapted from the work of 
Mulcahy, 2006, p. 59) 
 
In this study it was the process of PSTs integrating and 
readjusting their practices of professional identification in 
placement contexts transformed by their lived-through 
experiences of placement feedback.  Successful 
enactment of this process was evidenced when pre-
service teachers engaged a secure adaptive capacity of 
complex professional identifications with peers, school 
supervisors and teacher educators in pedagogic spaces 
and mandated relationships. 
 
 
Professional turning points  
 
(Adapted from the notion of 
distinct linguistic features of 
turning points in research, 
Bazeley, 2013, p. 221) 
 
These turning points of professional action motivated 
PSTs in two main ways. First, they signalled their 
professional judgement to initiate new professional, 
pedagogical activities as a result of the placement 
feedback.  And or prompted them to modify their 
interpersonal behaviours to restore the working 
relationship with others, consolidate their pedagogical 
practices; and ultimately improve the quality of their 
teaching duties to a professional level.   
 
 
Triple hermeneutic 
 
(Adapted from Fangen 2015)  
 
This is a dynamic phenomenon encountered throughout 
researching with a phenomenology of practice with pre-
service teachers when they reflected on their placement 
feedback on their pedagogical practice resulting in their 
identification of themselves as professional teachers. 
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Appendix B: Table of Main Eight Initial Codes Developed in Stage One Analysis 
 
Main Eight Initial Codes Developed in Stage One Analysis 
 
Code used Contextual Definition Percentage of 
total response 
 
A Teacher's Voice In this research context, a Teacher’s Voice is the 
ability a pre-service teacher had to articulate their 
personal / practical identity image / position of 
themselves as a teacher. 
 
 
16% 
Helpful feedback This was guidance or information provided to 
participants for professional growth which they 
found improved their outcome. 
 
 
10% 
Pedagogical 
practices 
The actual teaching preparation, planning and 
working approaches and strategies produced and 
carried out by participants for working with and for 
children in learning settings either by them self or 
with other professionals.  
 
 
11% 
Professional 
identity dimensions 
Characteristics of participants’ intentional 
professional actions and interactions which have 
all contributed to positive professional growth of 
the individual pre-service teacher for a sense of 
them self as a teacher. 
 
 
10% 
Professional 
knowledge of the 
curriculums 
This is the mandated knowledge of the mandated 
curriculum of instruction in each teaching subject 
area. 
 
11% 
Relationship 
building practices 
These practices consisted of a wide variety of 
practical teaching and student management 
strategies, offered or carried out by these PSTs, 
for professional others with assistance and 
support in working with children, the essence of 
their intention.   
 
 
21% 
Teaching Areas The various education subject areas of 
specialisation or River Reach University course 
preparation areas for the participant for 
professional experience placement. 
 
 
11% 
The initial 
challenges of prac. 
Previously not encountered or difficult 
circumstances of interpersonal 
misunderstandings with professional and other 
educational workers, parents, caregivers or 
children; experienced in the early days of 
placement. 
 
 
10% 
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Appendix C Annotated Coding Framework 
C-R, this framework acted as if an iterative coding book, and was the next best tool. 
 
 
Annotated Coding Framework 
 
 
Code Created from Data 
 
 
Thesis Definition 
 
A Teacher's Voice In this research context, a Teacher’s Voice is the ability a 
pre-service teacher had to articulate their personal / 
practical identity image / position of themselves as a 
teacher. 
 
Actions of professional 
respect  
The engagement of actions (seemingly a thoughtful and 
spontaneous gesture) with the intentionality of providing 
genuine help in the spirit of service for the professional 
other, peer or educational worker.  
 
Anticipated placement 
challenges 
Challenges expected by PSTs in the form of possible 
objections while working with either the children, the 
teachers already in service, or interpersonal interactions 
with other stakeholders while visiting to support learning or 
preparing for teaching.  
 
Career path decisions Personal employment plans for following teaching as a 
career which were reaffirmed or re-considered by the 
participant. 
 
Challenges with students Direct difficulties experienced by PSTs in working with 
teaching and interacting with children while on placement. 
 
Concerns for employment 
on graduation 
These are areas of uncertainty and feelings of vulnerability 
for their success as a potential teacher employee described 
by participants. 
 
Concerns for future 
teachers in the profession 
Preservice teachers voice their concerns for the 
professional workload and/or working conditions for their 
peers yet to graduate and fellow early-career teachers to 
come. 
 
Crafting feedback with 
autonomous strategies 
Feedback analysis and feed-forward practices employed by 
PSTs through their own initiatives to self-improve their 
teaching practices. 
 
Critical Career Moment It is a professionally shaping teaching experience typically 
shared between a participant and their supervising teacher. 
It comprises a series of changes in professional actions and 
interactions prompted by the PST’s realisation to take 
responsibility for the growth of their professional presence 
in the placement. 
 
 
Curriculum knowledge 
 
Knowledge of the specified curriculum areas for teaching. 
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Code Created from Data 
 
 
Thesis Definition 
 
 
Digital communication 
established professional 
relationship 
Electronic communications (email) initiated and sustained 
by participants to prepare for their professional placement 
duties with their classroom supervisor. 
 
Early start to teaching 
lessons 
Participants were offered the opportunity, in the beginning 
stages of their placement, to commence lessons with 
classroom children before it was recommended in 
placement guidelines.  The lessons were at the prompting 
of the classroom supervising teacher (CST) and to the 
requested needs of the CST. 
 
Embodied experiences at 
placement 
Experiences were encountered as physical, emotional or 
cognitive responses of the PST to the responsibilities of 
learning teaching at professional placement. 
 
Exposure to questionable 
practices of others with 
students 
PSTs observed unfamiliar, uncomfortable or unethical 
practices of other teachers, educational workers or parents 
with children. 
 
Feedback from non-
supervising professional 
others 
Information or guidance from professional others who are 
not the preservice teacher’s classroom supervising teacher. 
Feedback from non-
professional others 
Feedback from other workers, or placement stakeholders 
who work with or are related to school children in the 
placement context. 
 
For the sake of the students Motivations activated by PSTs were for the best possible 
intention of support or learning scenario for the children. 
 
Granted early teacher 
autonomy 
In the opinion of the participant, they were given the 
professional freedom to implement their own pedagogies in 
their classroom planning and teaching activities much 
sooner than recommended in the placement guidelines. 
 
Helpful feedback This was guidance or information provided to participants 
for professional growth which they found improved their 
outcome. 
 
Identified turn in 
professional actions 
A self-described change of participant’s own pedagogic 
actions; for improving or restoring a professionally awkward 
or inappropriate situation of consequence for working 
successfully with the supervising teacher or the children. 
 
Inconsistent feedback 
practices from Supervising 
Teacher 
Changing or opposite information exchanges from the CST 
resulting in a heavier workload or for the PST. 
Initial professional 
expectations 
Participants’ professional views, from the beginning of 
placement, that they were required to act or work in a 
certain way; or that others would act or work in a different 
way than happened.  
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Code Created from Data 
 
 
Thesis Definition 
 
Mentoring advice Participants outlined what they considered to be supportive 
professional guidance for improving their practical teaching 
and student management strategies while on placement. 
 
Mutual professional 
interests with supervisor 
Shared interests confirmed between the PST and ST in 
either teaching subject areas, favourite / effective strategies 
for teaching content and / or management practices with 
children. 
 
Opposing experiences 
same context 
Experiences encountered by the participant which changed 
unpredictably, or happened in contradiction, in repetitive 
educational contexts on different occasions. 
 
Other professional skills 
transferred 
PSTs nominated previously successful professional skills 
brought and adapted or implemented to their newly 
emerging professional practice as a teacher, that enhanced 
it They were administrative, organisational or relational 
capacities that quality-proofed this professional practice.  
 
Pedagogical practices The actual teaching preparation, planning and working 
approaches and strategies produced and carried out by 
participants for working with and for children in learning 
settings either by them self or with other professionals.  
 
Personal philosophy of 
teaching 
PSTs communicated a personally held belief system that 
informed their decisions with all manner of pedagogical 
intentions for working with and for children. Each 
participant’s philosophy was usually disclosed with an 
accompanying description of what the intentional planning 
and preparation entailed for themselves learning teaching.  
 
Placement decisions for 
growth 
Decisions made by PSTs intentionally for professional 
growth as a teacher while on placement. 
 
Placement demographics - 
time 
Variations experienced in different placement settings over 
the range of placements.  
 
Placement preparation at 
uni 
RRU’s teacher preparation content enacted by the 
participant. 
 
Placement professional 
support 
Practical professional learning sessions / activities or 
service provided by placement co-ordination staff and / or 
professional others valued a supportive by the participant.  
 
Placement taught me how 
to be a teacher 
 
Participants voiced a realisation of the significance  
Positive professional 
acknowledgement 
Confirmation from significant professional others 
and/educational workers/placement stakeholders, that their 
placement actions and interactions have been recognised 
as being at an acceptable professional level. 
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Code Created from Data 
 
 
Thesis Definition 
 
Previous work information Knowledge, especially learning content from other 
employment settings prior to teaching used by the 
participant to improve their teaching. 
 
Professional acceptance by 
students in care 
The participant regarded agreeable conversational 
exchanges, appropriate interactions between children and 
engaged lesson participation as indicators of their 
effectiveness as a teacher by them. 
 
Professional communication The wide variety of interpersonal communication 
exchanges (informal as well as formal) of organising and 
carrying out the every-day and the extraordinary 
dimensions of teachers’ work.  
 
Professional identity 
dimensions 
Characteristics of participants’ intentional professional 
actions and interactions which have all contributed to 
positive professional growth of the individual preservice 
teacher for a sense of them self as a teacher. 
 
Professional leadership 
position of supervising 
teacher 
Particular actions and interactions initiated by the 
participant’s supervising teacher modelling mentoring 
support and appropriate professional conduct indicative of 
the position of a supervisor for their relationship with the 
preservice teacher. 
 
Professional learning and 
placement work 
responsibilities 
Personal responsibilities regarding the individual’s progress 
in professional learning and the work of learning teaching 
while on placement. 
 
Quality of self as a teacher Participants disclosed a personally held value of 
professional worth or quality benchmark that assured the 
PST that they had achieved a positive sense of them self 
as a teacher. 
 
Reflection value of 
professional conversations 
Descriptions of recollections of the participant that they 
recognised the professional value of conversational 
exchanges between themselves and professional others, 
including their supervising teacher. 
 
Relationship building 
practices 
These practices consisted of a wide variety of practical 
teaching and student management strategies, offered or 
carried out by these PSTs, for professional others with 
assistance and support in working with children, the 
essence of their intention.  
  
Responsibility as a guest 
identified on placement 
PSTs described the sorts of actions and interactions they 
initiated to be of service to others, across all areas of 
interpersonal contexts on placement. This had been 
identified from the RRU professional preparation course. 
 
Self-support Positive actions and interactions implemented by the 
participant to strengthen their position as a teacher while a 
placement. 
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Code Created from Data 
 
 
Thesis Definition 
 
 
Self-story Each participant has a life narrative which provides 
background information helpful in understanding their 
motivation to become a teacher.  
 
Shortcomings as a teacher Areas of professional practice that the participant has 
become aware of needing their attention for success as a 
teacher. 
 
Teacher education cohort The cohort of peers from the teacher preparation course at 
the River Reach University (RRU). 
 
Teaching Areas The various education subject areas of specialisation or 
RRU course preparation areas for the participant for 
professional experience. 
 
Teaching choices offered   These are not only choices of a specific subject area lesson 
but also of teaching a year level (high school or Secondary 
sector) or specific group of children. 
 
The initial challenges of 
prac. 
Previously unencountered or difficult circumstances of 
interpersonal misunderstandings with professional and 
other educational workers, parents, caregivers or children 
experienced in the early days of placement. 
 
Unexpected challenges with 
supervising teacher 
PSTs experienced awkward or difficult moments of 
interaction with their supervising teacher for which they had 
no prior consideration or preparation. 
 
Unexpected placement 
feedback from university 
supervisors 
PSTs received descriptions of either unknown or sensitive 
detailed information about their teaching or professional 
work at placement from RRU’s visiting professional learning 
officer. 
 
Unhelpful feedback from 
others 
Teaching advice, professional guidance or information 
received from other educational workers which did not have 
a positive influence on the participant. 
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Appendix D: Data Box NVivo 11/12+ Kate’s Coding 
C-R, each participant was assigned their own case file in NVivo 11/12+ as shown in the screenshot 
in this example. It was very helpful in creating a data file on each set of codings and generated 
statistical representations that helped me understand participants’ experience of placement 
feedback and professional identity formation practice. Kate’s example below, shows how effective 
it was to have all her transcription data as evidence in one data window. I could easily make 
decisions about thematic attributions. 
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Appendix E: Data Box NVivo Sample of Earlier Nodes of Codes for All Cohorts 
 The NVivo data in Appendix E, following, C-R, was used to make concise and 
evidence-informed decisions about assigning the sub-ordinate and super-ordinate theme/s.  
 
  
 295 
 
 
Appendix F Data Box of NVivo Data Sample for Overall Nodes of Codes for All Cohorts 
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Appendix G: Data Box NVivo 11/12+ Data Sophie’s Word Cloud of Frequency Top  
 
 C-R, the research literature confirms that word frequency data (Bazeley & Jackson, 2013) 
like this representation shown below in the form of a word cloud, is heuristically worthwhile. It 
shows that linguistic attributions in each participant’s data mirror the significance they value for 
those concept words repeatedly used in their reflections, such as Sophie’s Word Cloud following 
on her professional practice development with placement feedback. 
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Appendix H: Table of the Australian Professional Standards for Teachers (Graduate 
Teacher) aligned to the Framework of Domains of Teaching (AITSL, 2015) 
C-R, from the literature-as-data discussed predominantly in Chapter 2, the following relevant grey 
literature of the Professional Standards for Teachers (AITSL, 2015), is provided for your 
information. 
Domains of Teaching 
Professional Knowledge  
Focus Area 1 
Professional Practice  
Focus area 2, 3, 4, 5 
Professional Engagement 
Focus Area 6, 7 
 
 
 
1.1 Physical, social and 
intellectual development and 
characteristics of students
  
2.1 Content and teaching 
strategies of the teaching area 
2.2 Content selection and 
organisation 
2.3 Curriculum, assessment and 
reporting 
2.4 Understanding and respect 
aboriginal and Torres Strait 
Islander people to promote 
reconciliation between indigenous 
and non-indigenous Australians 
2.5 Literacy and numeracy 
strategies 
2.6 Information and 
communication technology (ICT) 
6.1 Chose and plan 
professional learning needs 
6.2 Engage in professional 
learning and improved practice 
6.3 Engage with colleagues 
and improve 
6.4 Apply professional learning 
and improve student learning 
 
 
 
1.2 Understand how 
students learn 
3.1 Establish challenging learning 
goals 
3.2 Plan, structure and sequence 
learning programs 
3.3 Use teaching strategies 
3.4 Select and use resources 
3.5 Use effective classroom 
communication 
3.6 Evaluate and improve 
teaching programs 
3.7 Engage parents/carers in the 
educative process  
7.1 The professional ethics 
and responsibilities 
7.2 Comply with legislated, 
administrative and 
organisational requirements 
7.3 Engage with 
parents/carers 
7.4 Engage with professional 
teaching networks and broader 
communities 
1.3 Students with diverse 
linguistic cultural and 
religious and socio-economic 
backgrounds 
4.1 Support student participation 
4.2 Manage classroom activities 
4.3 Manage challenging 
behaviour 
4.4 Maintain student safety 
4.5 Use ICT safely, responsibly 
and ethically 
 
7. Engage professionally with 
colleagues, parents/carers and 
the community 
 
1.4 Strategies for teaching 
aboriginal untold story older 
students  
5.1 Assess student learning 
5.2 Provide feedback to students 
on their learning 
5.3 Make consistent and 
comparable judgements 
5.4 Interpret student data 
5.5 Report on student 
achievement  
 
 
1.5 Differentiate teaching to 
meet the students across the 
full range of abilities 
1.6 Strategies to support 
participation of students with 
disability 
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Appendix I: Table of Professional Knowledge with Standard 1 with Descriptors 
 
Professional Knowledge with Standard 1 with Descriptors (Graduate Focus area) 
 
 
1.1 Demonstrate knowledge and understanding of physical social and intellectual 
development and characteristics of students and how these may affect learning. 
 
1.2 Demonstrate knowledge and understanding of research and into how students learn 
and the implications for teaching. 
 
1.3 Demonstrate knowledge of teaching strategies that are responsive to the learning 
strengths and needs of students from diverse linguistic, cultural and religious and 
socio-economic backgrounds. 
 
1.4 Demonstrate broad knowledge and understanding of the impact of culture, cultural 
identity and linguistic background on the education of students from Aboriginal and 
Torres Strait Islander backgrounds. 
 
1.5 Demonstrate knowledge and understanding of strategies for differentiating teaching to 
meet the specific learning needs of students across the full range of abilities. 
 
1.6 Demonstrate broad knowledge and understanding the legislated requirements and    
      teaching strategies that support participation and learning of students with disability.  
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Appendix J: Table of Professional Practice with Standard 2, 3 Descriptors  
 
Professional Practice with Standard 2, 3 Descriptors 
 
 
Graduate Focus area Standard 2 
 
Graduate Focus area Standard 3 
 
 
2.1 Demonstrate knowledge and 
understanding of the concepts, substance 
and structure of the content and teaching 
strategies of the teaching area. 
 
 
3.1 Set learning goals and provide 
achievable challenges students of varying 
abilities and characteristics. 
 
2.2 Organise content into an effective 
learning and teaching sequence. 
 
3.2 Plan lesson sequences using 
knowledge of student learning, content and 
effective teaching strategies. 
 
 
2.3 Use curriculum, assessment and 
reporting knowledge to design learning 
sequences and lesson plans. 
 
 
3.3 Include a range of teaching strategies. 
 
2.4 Demonstrate broad knowledge of, 
understanding of and respect for Aboriginal 
and Torres Strait Islander histories, cultures 
and languages. 
 
 
3.4 Demonstrate knowledge of a range of 
resources, including ICT, dedicate students 
in their learning 
 
2.5 Know and understand literacy and 
numeracy teaching strategies and the 
application in teaching areas. 
 
 
3.5 Demonstrate a range of verbal and non-
verbal communication strategies to support 
student engagement. 
 
2.6 Implement teaching strategies for using 
ICT to expand curriculum learning 
opportunities for students. 
 
3.6 Demonstrate broad knowledge of 
strategies that can be used to evaluate 
teaching programs to improve student 
learning. 
 
 
3.7 Describe broad range of strategies for 
involving parents/carers in the educative 
process. 
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Appendix K: Table of Professional Practice with Standard 4, 5 Descriptors 
 
Professional Practice with Standard 4, 5 Descriptors 
 
 
Graduate Focus area Standard 4 
 
Graduate Focus area Standard 5 
 
 
4.1 Identify strategies to support inclusive 
student participation and engagement in 
classroom activities. 
 
5.1 Demonstrate an understanding of 
assessment strategies, including informal 
and formal, diagnostic, formative and 
summative approaches to assess student 
learning. 
 
 
4.2 Demonstrate the capacity to organise 
classroom activities and provide clear 
directions. 
 
5.2 Demonstrate an understanding of the 
purpose of providing timely and appropriate 
feedback to students about their learning. 
 
 
4.3 Demonstrate knowledge of practical 
approaches to manage challenging 
behaviour. 
 
5.3 Demonstrate understanding of 
assessment moderation and its application 
to support consistent and comparable 
judgements of student learning. 
 
 
4.4 Describe strategies that support 
students’ well-being and safety working 
within school and/or system, curriculum and 
legislated requirements. 
 
 
5.4 Demonstrate the capacity to interpret 
student assessment data to evaluate 
student learning and modify teaching 
practice. 
 
 
4.5 Demonstrate understanding of the 
relevant issues and strategies available to 
safe, responsible and ethical use of ICT in 
learning teaching. 
 
5.5 Demonstrate an understanding of a 
range of strategies for reporting students 
and parents/carers and the purpose of 
keeping accurate and reliable records of 
student achievement. 
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Appendix L: Table of Professional Engagement with Professional Standard 6, 7 
Descriptors 
 
  
 
Professional Engagement with Professional Standard 6, 7 Descriptors 
 
 
Graduate Focus Area Standard 6 
 
 
 
Graduate Focus Area Standard 7 
 
6.1 Demonstrate an understanding of the 
role of the national professional standards 
for teachers in identifying professional 
learning needs. 
 
 
 
7.1 Understand and apply the key principles 
described in codes of ethics, the teaching 
profession. 
 
6.2 Understand the relevant appropriate 
sources of professional learning for 
teachers. 
 
 
 
7.2 Understand the relevant legislative, 
administrative and organisational policies 
and processes required for teachers 
according to school stage. 
 
6.3 Seek and apply constructive feedback 
from supervisors and teachers to improve 
teaching practices. 
 
 
 
7.3 Understand strategies for working 
effectively, sensitively and confidentially 
with parents/carers. 
 
6.4 Demonstrate an understanding of the 
rationale for continued professional learning 
and the implications for improved student 
learning. 
 
 
7.4 Understand the role of external 
professionals and community 
representatives in broadening teachers’ 
professional knowledge and practice. 
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Appendix M: Ethics Clearance and Approval Form (No.:10-026) 
 C-R, this copy of the original document shows ethical clearance was granted for the Master 
of Philosophy. After the Confirmation Panel recommendation for a subsequent PhD Confirmation 
at this level in 2012, I was advised that this ethics approval retained currency given the 
methodology was replicated in the upgrade. 
  OFFICE USE ONLY  
   
 
SCHOOL OF EDUCATION Application Form for Ethical 
Clearance for Research Involving Human Participants  
  
IMPORTANT NOTES:  
• BEFORE completing this form students MUST refer to guidelines pertaining to Ethical 
Clearance applications at the following website:  http://www.nhmrc.gov.au/publications/synopses/e72syn.htm 
•  BEFORE completing this form, refer to the vulnerable groups information against question 2.  
• DO NOT change the font-size, margins or other formatting of this form.  
All answers should fit within the boxes provided (names & addresses excepted).  
• Forms must be submitted as ONE Word document email attachment.  
• Students MUST include completed Application Checklists with their application.  
For assistance in completing the form, select the show/hide button (¶) 
for additional information that appears above each question.   
 
Application applicable to:  
4  unit project (MEdSt, MEdLead)   EdD  
6  unit project (MEdSt, MEdLead)    MPhil   PhD  8 unit project (MEdSt, MEdLead)    
    BEd (Honours)    
8  
Have you completed the confirmation process?  
  X  Yes No  
  
  
Clearance No.:  10-026  
Received:  9 Aug 2010  
Approved:  17 Aug 2010  
Notified:  17 Aug 2010  
  
 
X  
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Project Title: The Impossible Profession Learning Teaching while Teaching Learning  
(Lay title is: -  Pre-service teachers, feedback and professional identity  
  
Student Name:  Christine Gail McKeown  
Student No:  30907021  
  
  Name   School  Email  Phone  
Principal Advisor:  Professor Rob Gilbert  School of 
Education, the  
University of  
Queensland   
Rob.Gilbert@uq.edu. 
au     
    
07 3365 6863  
(office)    
0419 720 805  
(mobile)  
Assoc. Advisor:  Professor Martin Mills  School of 
Education, the  
University of  
Queensland  
m.mills@uq.edu.au  
  
07 3365 6484  
  
  Telephone  Fax   Email  
Student Contact 
details:  
0414 607 475  0733657199   c.mckeown@uq.edu.au  
     
Project Location:  Ipswich Campus, the University 
Queensland, Ipswich.  
of  Project Duration:  12 months  
A. Is this submission identical or very similar to a previously approved protocol?  
 If YES, please provide Clearance No. and indicate whether identical or very 
similar.   
NO 
B i). Does this submission hold other Ethical Clearance?                                                           NO  
 Note: Attach copies from schools (independent, state); other agencies.  
  
B ii) Have you applied for Gatekeeper Clearance?  YES 
If YES please provide the Admin. Officer with a copy when it is received.  
If NO this needs to be completed as soon as possible.  
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PLEASE ANSWER ALL OF THE FOLLOWING QUESTIONS:  
  
1) Who are the participants or informants?  eg children, teachers, university students, other persons.      
Note:  Details of approximate number, age range, and male/female ratios are required.  
 
The participants will be teacher education students at the University of Queensland in the Middle 
Years of Schooling program at the Ipswich Campus.  This phenomenological study requires only a 
small sample.  For this reason, a sample of four to six adults will be interviewed; two students are 
required from each cohort, seeking their descriptions of their pre-service experience of feedback 
and professional identity, lived experience.  The gender ratio is expected to be 4:1, 80% female: 
20% male as this is the general distribution of the teacher education cohort.   
2a) I confirm I have read the applicable Guidelines covering research that involves           YES 
the participation of the following groups, as determined by the National Statement:  
(refer all Chapters of Sections 3 and 4 of the NHMRC National Statement on Ethical Conduct in Research 
Involving Humans: http://www.nhmrc.gov.au/publications/ethics/2007_humans/contents.htm). 
Involvement of any other group requires the application to be referred as noted in the hidden 
text above this question.  
Refer also UQ Guidelines: http://www.uq.edu.au/research/rrtd/human-guidelines.  
  
3) Participant recruitment details:  
Gate-keeper approval has been secured to approach staff and students of The University of Queensland so 
participant recruitment will be organised in consultation with Dr. Kerryn McCluskey (Director of the Secondary 
Programs) before the participants’ Professional Placement at the Practicum.  An information session will be 
presented for each of the two phases of the study, the trial and the main study; to cohorts of Final Year Middle 
Year Students in EDUC6520 once ethical clearance has been secured.  
  
4) In “everyday” or “lay language” please provide a CONCISE summary of the project – 
including focus, aims and benefits:  
Project Title (lay version) - Pre-service teachers, feedback and professional identity   
This study is a phenomenological inquiry into the lived experiences of final year pre-service teachers.  It aims 
to understand the role feedback plays in shaping the teaching practice of pre-service teachers as they attempt 
to form a successful professional identity and secure a sense of themselves as a teacher of graduate 
standard.  
 
Pre-service teachers’ learning teaching practices and their classroom supervisor’s assessment of these in the 
classroom context is reported to pre-service teachers as feedback in planning sessions prior to teaching.  
These feedback discourses form part of a practice-feedback loop which locates pre-service teachers’ 
professional practice within the professional discourse community of teaching and other professional 
discourses of management, control and performativity. The study will be based on interviews and on-line 
discussions, before, during and after the practicum, and will contribute to research into the phenomenon of 
professional identity-forming practices of Pre-service teachers. The Main Study will benefit from the operation 
of the 2010 Trial Study and identify potential operational problems for the Main Study in 2011. The benefit of 
the study will be the contribution it will make to the body of knowledge about the feedback processing 
practices of pre-service teachers and the professional identity-forming practices of pre-service teachers in the 
final year of their teacher education course.  
  
 305 
 
  
   
 306 
 
  
5) Give details of the research plan:  The committee needs sufficient information to put into 
context the ethical considerations listed in later questions.  Please detail in chronological order:  
____________________________________________________________________________  
The study research plan is aligned with the main research question: -  
“How do preservice teachers transform their feedback with professional identity forming 
practices to sustain their sense of themselves as a teacher of graduate standard?”  
 
RESEARCH STAGE  
(what month & stage will data be collected)  
DATA COLLECTION  
(how, how long & by whom) 
PARTICIPANTS  
(which & how many will be involved)  
 
Stage 1 August 2010 – February 2011  
Data gathering for the Trial Study planned 
for August to October 2010 (3months) and 
continue writing Drafts of Chapters 1, 2, 3.   
Complete Stage 1 from the 1st  
November- February 28th 2011. Analyse 
data, write up the findings and continue 
writing Drafts of Chapters 1, 2, 3.   
The principal investigator 
will collect data from   
individual interviews and 
on-line discussions with 
participants over the 3 
months of the 2010 Trial 
study.  
Some 4 to 6 final year teacher 
education students from the 2010  
MYS cohort University of 
Queensland at the Ipswich 
Campus will be involved.  
Stage 2 March 2011 – March 2012 
Conduct Main study. Carry out data 
analysis of interviews and on-line 
responses. Compile data and integrate 
into thesis Chapters 1 to 4.   
The principal investigator 
will collect data from the  
individual interviews and 
on-line discussions with 
the 2011 participants.  
Some 4 to 6 final year teacher 
education students from the 2011  
MYS cohort University of  
Queensland at the Ipswich 
Campus will be involved.  
Stage 3 April 2012 – October 2012  
Commence writing Chapters 5 – 8 of the 
thesis and complete the drafts of these 
chapters.  
    
Stage 4 October  2012– June 2013  
Complete the first draft of the thesis for all 
8 chapters. Complete revisions with 
supervisors all through these stages and 
submit final draft of the thesis.  
    
  
6) Give details of the ethical considerations related to the proposed project:  
There are many key ethical considerations anticipated in this study however for ease of 
consideration they have been grouped under one main core consideration. This core 
consideration has been identified as ‘Respecting the participants’ rights of participation in 
the study.’ A risk assessment approach has featured in the identification of and response 
to the ethical considerations and is shown in the following table:  
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 A. The Ethical 
Consideration  
B. The Corresponding 
Implication/ 
Response for 
Column A  
 
  
1. Respecting the 
participants’ 
rightsof 
participation 
in the study.  
(a) Withdrawal  
(b) Feedback  
(c) Confidentiality   
(d) Safety  
(e) Maintaining 
safe data 
storage    
  
  
 
1(a) All participants have the right 
to withdraw and will be able to 
withdraw from the Study at any 
time without penalty or 
consequence.  
Response - Inclusion of 
withdrawal rights’ information on 
the Participant Information and 
Consent Form. 1(b) Provision of 
feedback is available to the 
participants.   
Response - Inclusion of feedback 
provision information on the 
Participant’s Information and 
Consent Form.  
1(c) Maintaining confidentiality of 
students’ identity and responses 
during and after the Study.  
Response- Ensuring that no 
names of students, their 
practicum placement locations, 
practicum supervisors or 
practicum coordinators’ identity 
are to be used in any context, 
presentation or publication. There 
are to be no pictures of students, 
practicum supervisors or 
practicum placement locations 
identifying those who have 
participated in this research. All 
data will be kept at the University 
of Queensland  
1(d) Conducting the research in a 
safe, supportive research 
environment. The unequal 
professional relationships 
experienced at the practicum by 
the participants can cause 
participants to feel vulnerable. 
Response: - Response - Inform 
the teacher education students in 
the Participant Recruitment 
Session of the details of the 
research setting and information 
about the principal investigator 
which allows them to carry out 
this research. for this research 
(on campus at the Ipswich 
Campus of the University of 
Queensland, and carried out by 
the principal investigator who is a 
Queensland- registered teacher 
and a University of Queensland 
staff member and fellow student. 
Response: - Referral information 
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will be at hand for the participants 
to access the University of 
Queensland  
Student Counsellors  
1(e) Maintaining safe storage of 
data  
Response: - The Study Identity 
chosen by students is used in 
presentation or publication 
contexts.  Deidentification of all 
data will be stored electronically 
and to be used in the data 
analysis. 
 
7) How will informed consent be obtained from participants or informants?  
  
Once ethical clearance has been secured, the Gatekeeper’s Approval can be used to allow the principal 
researcher to approach staff and students of The University of Queensland. The final year cohort of  
EDUC6520 students at the Ipswich Campus has been recommended by the Director of Secondary Programs.  
The principal investigator will give an information session on the study in the course tutorial in which the teacher 
education students will receive the Participant Information Sheet and Participant Consent Form in a ‘Feedback 
Study Information Pack (FSIP)’.  The pack will contain information (in plain language) detailing the study and 
how the students can participate. The contact details of the researcher (principal investigator) will also be 
provided in the pack should any potential participants have any questions about the research. The FSIP pack 
will also include the consent form to be signed and returned to the researcher.  
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8) Provide details of procedures for establishing confidentiality and protecting privacy of 
participants or informants (eg pseudonyms, codes etc):  
  
Only the principal investigator and the principal supervisor involved in this study will have access to the 
identifying participant information and data collected during the study. Only the principal investigator will have 
access to the Feedback Research Identity (FRI) list of pseudonyms linking participants to the raw data.  
Individual participant responses to interview questions will be kept confidential from the governing body (The 
University of Queensland) and the administrators of the professional placement schools. During data 
collection, confidentiality and privacy will be protected in the following ways:  
  
Participants establish a feedback research identity (FRI): The participants will nominate a pseudonym, 
code name or ‘nick name’ to use in interviews, on-line discussions, and telephone communication to 
contribute to securing their privacy and the confidentiality of their contributions.  
  
Electronic and Hard Copy and Academic Research Documents: All documents will have 
identifying features obscured/removed to protect privacy and confidentiality rights of the 
participants. No real names of students or any associated identifying features will be used in any 
report or publication associated with the Study.  
  
Interviews: The participants will be audio taped in the interview setting and the tapes transcribed 
for analysis by the principal investigator.  After transcription, any identity-revealing names other 
than the FRI will be changed. Participants’ information sheets will detail who will have access to the 
data and procedures for secure storage.    
  
9)  Provide details of data security and storage:  
Most of the details have been shown in Question 6.in Column B of the table.  
Data will be de-identified on two levels: –   
1) Each participant will be requested to nominate an ‘assumed participant name’, ‘nick-name’ or 
‘call-sign’ to be used as their Feedback Research Identity (FRI) as part of the deidentification 
process  
2) Any identifying features of the participants’ practicum placement location, the supervising 
teacher or the practicum coordinator will not be asked of the participants or transcribed if 
accidentally disclosed in the course of the interviews or on-line discussions.   
3) All data records and files will be stored electronically in a secure location on a password 
protected PC at the University of Queensland.  
4) Electronic data will be de-identified (stored under the participants’ Feedback Research Identity)  
  
10) In what form will the data be collected?  
  x Identified     Potentially Identifiable    De-Identified  
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11) In what form will the data be stored and / or 
accessed?  
    Identified  Potentially Identifiable x De-Identified  
12) Give details of how feedback will be available to participants or informants:  
  
The participants will be provided with the researcher’s contact details and can ask questions at any time during 
the Study. Participants will also be able to access a Plain English version of the preliminary findings of the 
Study on written request to the principal investigator. These findings will be presented as emerging themes of 
experience of the cohorts. The interview and on-line comments will not be disclosed maintaining the anonymity 
of the participant.   
  
  
13) Does the project involve any of the following possibilities?   
 
If so please give details:  
 The possibility of physical stress/distress, discomfort?  
   No  
The possibility of psychological/mental stress/distress, discomfort?  
   No  
Deception of, or withholding information from, participants at ANY stage of the project?  
   No  
Access to data held by a Commonwealth or State Department or Agency?  
   No  
 
  
  
  
  
14)  Please indicate what you think is the level of risk for prospective participants 
against the scale below (refer http://www.nhmrc.gov.au/publications/ethics/2007_humans/section2.1.htm) 
(Check the most appropriate box)  
Extreme risk  
High risk  
Some risk  
x   Minimal 
risk  
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No foreseeable risk    
15)  Please provide details as to why/how you determined this level of risk:  
___________________________________________________________________________________________   
The participants are asked to describe their lived experiences as pre-service teachers in their 
professional placement at the practicum. They may feel very vulnerable because of the unequal 
professional relationships of supervision and as such are considered to be in the category of “People 
in dependent or unequal relationships (Chapter 4.3)”of the NHMRC National Statement on Ethical Conduct 
in Research Involving Humans: http://www.nhmrc.gov.au/publications/ethics/2007_humans/contents.htm 
as shown in Point 2 of this application.    
  
16) How has the possibility of withdrawal from the project been addressed?  YES / NO / NA  
Ensure that details and effects of withdrawal without prejudice AT ANY TIME have been considered 
and explained (refer http://www.nhmrc.gov.au/publications/ethics/2007_humans/section2.2.htm#i) 
_______________________________________________________________________________________________________________  
  
Participants will be reassured of their capacity to withdraw from further participation in the study at any phase of 
data collection without jeopardising their relationship with the researcher or suffering consequences in their 
professional placement or teacher education course.  The researcher’s contact details and the Ethics Officer 
from The University of Queensland will be provided in order to directly communicate withdrawal of consent.  
Participants will be advised that following withdrawal from the study they have the choice of also withdrawing 
any previously provided data which will then be destroyed.  As interviews will be recorded, the participant 
information sheet (PIS) will inform the participant that they may have the recording stopped or paused at any 
time.  
  
  
17) In undertaking this research do any “conflict of interest” issues arise?  
(refer http://www.nhmrc.gov.au/publications/ethics/2007_humans/section5.4.htm)  
If YES please provide details.   
NO 
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Pre-service teachers, feedback and professional identity   
Participant Information Sheet  
  
Thank you for your interest in being involved in this study. This information sheet will provide you 
with details of the research and it involves. Once you have read through the information sheet and 
have confirmed that you would like to participate, please complete your details and sign the consent 
form.    
Research Overview  
I am an M. Phil Candidate in the School of Education at The University of Queensland, Brisbane. I 
am conducting research into how pre-service teachers develop a sense of themselves as teachers 
(to graduate standard) in the final year of their teacher preparation course.  I am particularly 
interested in how pre-service teachers use their feedback on their teaching practice to form their 
professional identity. The study is an exploration of your pre-service lived experiences, ideas, 
thoughts and feelings about the feedback you will receive on your professional practice in the 
classroom. It is concerned with your descriptions of your feedback and professional identity 
experiences and is not an assessment of your skills or knowledge.   
  
The study will involve asking you to describe the following areas of interest in your professional 
practice experiences:  
    Your everyday lived experiences of feedback on your teaching practice. 
      How you have used feedback to develop a sense of yourself as a teacher.   
  
By participating in this research, you and other participants will be contributing to a better 
understanding of feedback and professional identity forming practices of pre-service teachers.  
  
What the research involves?  
The research will involve your participation in one interview before your first teaching lesson and two 
online discussion sessions after other feedback scenarios, at a time suitable to your practicum 
timetable. The interview will be carried out in a University of Queensland Library private study room 
either at Ipswich or St. Lucia Campus, at a time which suits you within Library opening hours. It will 
take approximately 45 minutes and will be recorded on a voice recorder. You will be encouraged to 
describe your experiences of feedback on your teaching sessions. You can request to postpone or 
halt recording at any time during the interview session. Participation in this study is voluntary. You 
are free to choose to take part and can withdraw your participation at any time without providing any 
reason. I will work closely with you to ensure that allowance is made for you to participate in this 
research at a time that is convenient for you.   
What about my confidentiality?  
Any personal information about you that is obtained in connection with this study will remain strictly 
confidential and will be disclosed only with your written permission.  Your self-nominated feedback 
research identity (FRI) is the only name used to protect your anonymity when discussing or writing 
up the information.  
How do I agree to participate?  
If you agree to take part in this research study please complete your details on the attached consent 
form and return it to me today. If you would prefer, you could send me an email and I can confirm 
your involvement in the research. The consent form can be completed at the interview.   
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Further information  
I am available to answer any questions about participating in this research before, during and after 
your feedback encounters and throughout the research process. I can be contacted using the details 
following.   
  
Contact Details:  
Christine McKeown, Resident Researcher  
The School of Education, The University of Queensland, St. Lucia, Brisbane QLD.4067 
Mobile: 0414 607 475; Phone: (07) 33657425 / Fax: (07) 33657199  
  
Email: c.mckeown@uq.edu.au  
  
I look forward to working with you in this study.   
Yours sincerely,  
  
Christine McKeown  
  
This study has been cleared in accordance with the ethical review guidelines and 
processes of The University of Queensland.  These guidelines are endorsed by the 
University's principal human ethics committee, the Human Experimentation Ethical 
Review Committee, and registered with the Australian Health Ethics Committee as 
complying with the National Statement.  You are free to discuss your participation in 
this study with project staff (contactable on 3865 6440).  If you would like to speak 
to an officer of the University not involved in the study, you may contact the School 
Ethics Officer on (07) 3365 6502.  
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The Impossible Profession: Learning teaching while teaching learning.    
Pre-service teachers, feedback and professional identity – a 
Phenomenological Study  
 
Participant Consent Form  
  
I have shown interest in participating in the Research Study; Pre-service teachers, feedback 
and professional identity – a Phenomenological Study; and have received and understood 
the purposes of the study as described in the Participant Information Sheet.  
  
1. My participation is voluntary, and I may cease to take part in this experiment at any time, without 
penalty.    
  
2. I understand what I will be required to do to participate.   
  
3. I understand that my questions about the study will be answered.  
  
I agree to participate in the study as outlined to me and provide my consent and accompanying 
contact details which will enable me to participate in this research:  
  
 
  
  
 CONTACT DETAILS AND CONSENT  
  
  
Name: ………………………………………………………………...……  (Block Letters Only)  
FRI: (Feedback Research Identity)   
I nominate ……………………………………… as my assumed Feedback Research Identity 
Email Contact ………………………………………………………………….   
Participant’s Signature: __________________________________     Date:__________ 
INCLUSIONS:  
  
1) Participant Consent Form(s)  YES / NO  
   Note: for examples of what should be included in a consent form, please consult page 12 of  
the UQ Guidelines (http://www.uq.edu.au/research/rrtd/files/human/uq_interpretations_national_statement.rtf)  
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2) Participant Information Sheet(s)  YES / NO  
  Note: for external use, forms should be released on UQ School of Education 
letterhead and contain the following paragraph:  
"This study has been cleared in accordance with the ethical review guidelines and 
processes of The University of Queensland.  These guidelines are endorsed by the 
University's principal human ethics committee, the Human Experimentation Ethical 
Review Committee, and registered with the Australian Health Ethics Committee as 
complying with the National Statement.  You are free to discuss your participation in 
this study with project staff (contactable on .......................).  If you would like to speak 
to an officer of the University not involved in the study, you may contact the School 
Ethics Officer on 3365 6502."  
  
3) Data Collection Instruments (if applicable)  YES / NO  
   Questionnaires, examples of interview questions etc.  
Note: please attach ONLY those developed or adapted specifically for this project.  
________________________________________________________________________________________________________________ 
Inclusion for Data Collection Instruments  
The Proposed Schedule for Semi-structured Interviews  
The first planning session for the first teaching lesson  
This occasion is when feedback from the classroom supervisor is received before the first teaching 
session and the pre-service teacher is anticipating the success of their planning efforts.   
  
Interview Request: “Let’s talk about your first preparation session to teach.  What would you like to 
talk about?  “  
  
Post teaching feedback for the pre-service teacher  
Interview Request:  
 “Now that you have taught a lesson and have professional feedback on it, what sorts of things do you 
feel comfortable sharing about it?”  
  
Interview Request: “What sorts of things are you sensing about yourself as a teacher from your 
feedback? ……… or getting a feel for yourself as a teacher?”  
  
Interview Request: What sorts of emotions have you become aware of (sensed) as you have learned 
about yourself as a teacher in feedback?    
  
Further Reflection Opportunity for the Pre-service teacher (via email) 
  
On-line discussion Request: What sorts of things have you sensed about yourself as a teacher or 
become aware of; as you are developing or becoming a teacher throughout this professional 
placement?  
  
On-line discussion Request: After your final feedback encounter what could you tell me about your 
experiences of whom you are becoming as a teacher, and who you sense you might be as a 
professional? On-line discussion Request: What sorts of experiences would describe your decisions 
to about your feedback from you teaching practice?   
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 4) Gatekeepers or Permission-Givers  YES   
  Note: A 'gatekeeper' or ‘permission-giver’ is a person authorised to write a letter of 
Authority and Recognition from an organisation of any type involved with the 
research, which gives permission to the researcher for access to the  population 
under the gatekeeper’s or ‘permission-giver’s’ authority.  
  
 
  
Inclusion for Gatekeepers or Permission-Givers  
As the study is involved in working with pre-service teachers, Professor Peter Renshaw, the Head 
of the School of Education, at The University of Queensland, was approached for Gatekeeper 
Approval for  all phases of the study.   See a copy of the email approval below: -   
From: Education_headofschool  
Sent: Sun 30/05/2010 8:34 PM  
To: Christine McKeown  
Cc: Martin Mills; Robert Gilbert; Kerryn McCluskey  
Subject: RE: REQUEST FOR GATEKEEPER APPROVAL FW: Confirmation appreciation and Request for 
Gatekeeper Support  
Dear Christine,  
Sorry for the delay.   You have my approval to approach staff and students regarding your study.  Best wishes, 
Peter.  
  
Professor Peter Renshaw PhD  
Head, School of Education,  
The University of Queensland  
   
61 7 33656227  
  
  
 5)  Other - please specify below:  
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STUDENT DECLARATION:  
 
I have read The University of Queensland Guidelines for Ethical Review of Research Involving 
Humans (http://www.uq.edu.au/research/rrtd/files/human/uq_interpretations_national_statement.rtf) and agree to 
abide by them in the conduct of this research.  It is understood that this includes the reporting and 
monitoring roles associated with the approval by The University of Queensland.  
  
 CGMcKeown  
  Christine Gail McKeown  
  
PRINCIPAL ADVISOR DECLARATION:  
  
I have read the student’s Application and believe it is an accurate indication of the research/data 
collection to be undertaken.  The application is at a standard ready for consideration by the 
Committee.  
  
 
Your application must be submitted as ONE Word document, attached to an email.  You 
should include the Declaration above in the body of your email and forward to your Principal 
Advisor.  
  
Your Principal Advisor should then forward the application, including the Declaration above 
in the body of their email, to:  
  
Senior Administrative Officer (Postgraduate & Higher Degrees) 
m.weston@uq.edu.au   
  
Ph:  (07) 3365 6502  
Fax:  (07) 3365 7199  
  
For applications that are straightforward, well-written and easily reviewed, students should 
expect a FOUR WEEK turn-around time for processing of applications.  This will take into 
account the time taken to process the application, review the application, and for the 
applicant to make any required alterations or corrections and re-submit for final approval.  
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